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ABSTRACT 
School psychologists and other school personnel are trained to engage in self-
reflective and culturally humble practices to better serve an increasingly racially diverse 
student population. While most literature on cultural humility (CH) focuses on its 
development in professionals, this research study looks at its development in students 
experiencing the phenomenon of racially diverse friendship. Previous research has found 
there to be a significant relationship between Theory of Mind (ToM) and social 
competence. The intended purpose of this study was to explore the possible relationship 
between ToM and CH amongst high school students who are part of racially diverse 
friendship groups. Through a phenomenological approach, eight adolescents experiencing 
the phenomenon of racially diverse friendship were interviewed about their friendship 
experiences. Four themes were developed from their stories: Similarities, Contextual 
Influence, Racial Consciousness, and Perspective. Six out of the eight participants were 
White-identified; as a result, rich information about the racially diverse friendship 
experience of White-identified adolescents and how their participation in racially diverse 
friendship contribute to their perspective taking abilities is presented. This study provides 
new insight into three constructs that have never before been researched as a trio: racially 
diverse adolescent friendship, ToM, and CH. It provides valuable insight into how school 
psychologists may build CH and ToM in students through racially diverse friendship. 
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The sixth and most recent iteration of the Best Practices in School Psychology 
begins by calling upon practitioners to increase “cross-cultural competency” across all 
domains in the field (Miranda, 2014). Amongst many reasons listed, the changing 
demographic of the student population is a primary one, since 64% of children in the 
United States (U.S) are projected to belong to racial and ethnic minority groups by 2060 
(Mancoseke, Lewis, Bower-Stevens, & Ford, 2012). Current graduate programs are 
encouraged to integrate cross-cultural competency into every course in order to ensure 
that future practitioners are prepared to implement culturally responsive assessment 
practices and culturally sensitive behavioral and academic interventions in their future 
work (Kearns et al., 2002; Laija-Rodriguez & Restori, 2010). The National Association 
of School Psychologists (NASP) continue to list increasing cultural competence as a chief 
initiative for school psychologists (SP). The most widely used definition for cultural 
competence within the field of school psychology is “the ability to work effectively with 
people from a variety of cultural, ethnic, economic, and religious backgrounds often 
different from themselves” (Miranda, 2014, p. 13).  
For the purpose of this dissertation study the term cultural humility (CH) will be 
used in place of cultural competence. Competence infers that an individual may work 
toward obtaining complete skill. The primary investigator of this research study believes 




malleable, intersectional, unique, ever-changing, and unpredictable. The term CH first 
emerged in medical literature in response to the implied mastery of cultural knowledge 
associated with the cultural competence training of medical students (Tervalon & 
Murray-García, 1998). CH “involves the ability to maintain an interpersonal stance that is 
other-oriented (or open to the other) in relation to aspects of cultural identity that are 
most important to the [other person]” (Hook et al., 2013, p. 354). Culturally humble 
interactions are characterized by openness and collaboration and is a process that 
“requires humility as individuals continually engage in self-reflection and self-critique as 
lifelong learners” (Trevalon & Murray-García, 1998, p. 118). Similar to cultural 
competence, CH aims to check power differences that occur between two individuals but 
differs in its emphasis on humility.  
SPs strive to effectively work with individuals while considering their unique 
backgrounds and experiences. SPs not only strive to be culturally humble in their 
practice, but also aim to build and maintain environments that are open, comfortable, and 
accepting of all individuals. In order for SPs to execute this mission in their schools, it is 
vital that they have the cooperation of administrators, educators, and most of all, students, 
since they constitute the majority of individuals within the school building. All literature 
on cultural humility and cultural competence focuses on practitioner growth (i.e. school 
psychologists, teachers, doctors, nurses). This study aims to explore cultural humility 
amongst students and argues that their development in cultural humility is just as, if not 
more important, than in practitioners.  The sanctity of diverse peer relationships helps to 






One obvious way schools can encourage students to learn about and respect 
cultures different from their own is by exposing students to people of diverse 
backgrounds. According to most social scientists, a person’s outer appearance is the 
quickest way to judge their race and culture and for this reason, students may be drawn to 
friendships with people who look and behave similarly to themselves (Moody 2001; 
Tatum, 2003). Homophily, “the principle that a contact between similar people occurs at 
a higher rate than among dissimilar people” has been observed for centuries (McPherson 
et al., 2001, p. 416). Aristotle and Plato noted how commonality and sameness led to 
friendship and bonding in ancient Greek society (Annas, 1977; Sherman, 1987). In the 
1920s and 1930s psychologists observed students form friendships at higher rates with 
children of similar demographics (Bott, 1928). Despite the comfortability and natural 
tendency for individuals to form friendships with people who look like themselves, such 
behavior limits the information they are exposed to, their attitudes, and types of 
experiences they have interacting with others (Moody, 2001). Specifically, homophily in 
race creates some of the most definitive divides in society. This issue was prominently 
highlighted by researchers of social science in the mid-nineteenth century due to the 
vehement discussion regarding segregation and desegregation in America’s social spaces 
such as buses, schools, and public places (Allport, 1954; Hamm et al., 2005).  
The decision of Brown v. Board (1954) emphasized the vital importance of 
educational success and opportunity for all children, and its attempt to have students from 
diverse racial backgrounds thrive in educational environments together is unfortunately 




significant variation along state lines and primarily show that school demographics are 
representative of their neighborhoods (Whitehurst et al., 2017). Since 1970 extremely 
racially segregated schools (having zero to 10% white enrollment) have tripled; however, 
schools with zero to 10% nonwhite students have decreased by half (Orfield et al., 2016). 
Much of this change may be attributed to the changing demographics of students enrolled 
in schools. However, such changes have also been endorsed by policies that have limited 
desegregation policy. Further, segregation along socio-economic status continues to 
increase (Whitehurst et al., 2017). In recent times, educational pioneers and advocates 
have regressed toward a refocus on “separate but equal,” since volunteer school choice 
programs and “busing” have deviated from what are now considered important school 
initiatives (Rumberger & Palardy, 2001). Brown (1954) recognized that separate could 
never be equal, partially because social relations are fundamental to students’ educational 
experience (Moody, 2001). Providing students the opportunity to have social relations 
with individuals of diverse racial backgrounds is important for their development, 
growth, and awareness of the world around them and also provides them with 
opportunities for practicing CH. 
Defining Race and Friendship 
Race refers to the phenotypical features, such as color and facial characteristics, 
that groups share. It is difficult to talk about identities such as race without highlighting 
intersectionality, a term coined by Kimberlé Crenshaw (1989) which describes the ways 
in which multiple identities interact to shape one multi-dimensional identity. Crenshaw 
(1989) was specifically interested in recognizing the complex identities of Black women, 




Black and female. Intersectionality may be applied to an array of identities; thus, in order 
to fully capture an individual’s identity, it is important to consider multiple factors such 
as race, ethnicity, gender, sexuality, socio-economic status, ability, etc. When discussing 
the concept of diverse friendships one may consider friendship between individuals who 
identify as queer and individuals who identify as straight a diverse friendship. Despite the 
significance of such relationships, this research study will focus on friendships that are 
diverse in race. 
“Ordinarily, friends are expected to settle their disagreements nonviolently and 
without rancor, to be attentive to one another’s interests, to be open to frank speech, to 
forbear strategic thinking, and to act in a spirit of generosity” (Digeser, 2016, p. xi). The 
constitution of healthy friendship is thought to innately foster understanding, peaceful 
environments. According to social contact theory (Allport, 1954) persistent contact with a 
person in a setting increases the chance for friendship. Settings that support such regular 
contact are primarily the workplace and schools. Thus, the formation of friendships 
between individuals who are racially different occur more frequently in racially diverse 
settings (Hamm et al., 2005). For the purpose of this research study, a friendship group 
will be defined as a group of three or more individuals who share in reciprocal social 
interactions and activities of shared interest on a consistent basis. 
Adolescent Friendship 
In the world of Western psychology, adolescence has long been considered one of 
the most critical points of life-span development; it is also regarded as a pivotal period 
for identity development (Erikson, 1994; Freud et al., 1969; Hall, 1904). Adolescents are 




childhood due to the rapid cognitive and physical changes they experience (Erikson, 
1994). Adolescence is referred to as the “second decade of life” before adulthood, 
following childhood. Individuals are usually between the age of 10 and 19 years old 
(World Health Organization). However, this research study will focus on adolescents 
between the age of 14 and 17 since the developmental stages of adolescence span such a 
wide range. Additionally, adolescents at this age have further developed their plans and 
desires for the future since their legal adulthood is within sight. Thus, adolescents 
between the age of 14 and 17 may be more capable of expressing their desires, wants, and 
thoughts. 
The impact and importance of friendship groups and experiences play vital roles 
during all developmental stages, but especially during adolescence. During adolescence, 
the emergence of self-identification tends to heighten, as does a consciousness of identity. 
The understanding of social and political significance regarding phenotypical differences 
becomes even more prominent than in earlier years (Noguera, 2015). Individuals tend to 
transition from identifying with parents and caretakers to establishing a personal identity. 
As the emergence of personal identity increases, one becomes more aware of the 
implications of racial identities (Noguera, 2015). Racism, a social construct, “occurs 
when a racial group’s prejudice is backed by legal authority and institutional control,” 
causing it to be independent of individual intention (DiAngelo, 2018, p. 21). As 
adolescents develop their own personal identities, it is crucial that they have exposure to 
individuals of different races so that they are able to form personal relationships, 




one of the few ways individuals may begin to correct centuries of culturally developed 
racial statuses. 
Some studies have examined the prosocial implications of adolescent friendship 
on adulthood.  Studies have found that prosocial adolescent friendship may help to 
prevent adolescents from entering juvenile justice systems (Ennett et al., 2006; Young & 
Rees, 2013). Further, adolescent friendships may impact individuals’ decision to take up 
smoking, partake in drinking and/or use drugs (Abel et al., 2002; Kirke, 2004). Thus, 
school-based initiatives to promote prosocial behavior during the adolescent years may 
be an effective intervention.  
Diverse Friendships and Theory of Mind 
Integrated schools and friendship groups may cause students to feel a sense of 
discomfort. For example, White students may be fearful of students of color due to their 
society’s racist portrayal of these students as aggressive and lesser-than (DiAngelo, 
2018). Further, Black students may worry about being ostracized, misunderstood, and/or 
wrongfully accused by their White peers and White teachers in integrated spaces. 
However, exposure to peers who are from multiple racial backgrounds provide youth 
with learning opportunities during critical times of development. Theory of the Mind 
(ToM) requires individuals to reason through the viewpoint of others and is often used as 
being synonymous with perspective taking (Birch et al., 2017). ToM is defined as one’s 
ability to understand the affective and mental states of others through the understanding 
of others’ emotions, beliefs, motivations, and thoughts. Further, ToM is a necessary 
component for understanding how the actions and behaviors of others is influenced by 




Dunn & Cutting (1999) found there to be significant differences in the socio-cognitive 
abilities and behavioral characteristics of a child and their friend, contributing to low 
occurrences of conflict and an increase in effective communication.  
Research has shown that White students from high socioeconomic backgrounds, 
as indicated by parental education, who attend schools where the majority population is 
White, are less able to recognize the impact of culture and race (Grossman 
& Charmaraman, 2008). White students from lower and middle income, diverse schools, 
have been shown to be more capable of recognizing racial differences, and are less likely 
to consider themselves “colorblind” (McDermott & Samson, 2005). For the purpose of 
this research study, diverse friendship is defined as a friendship group (three or more 
individuals who share in reciprocal social interactions and activities of shared interest on 
a consistent basis) where two or more racial identities are represented in at least two 
thirds of the individuals that constitute the friendship group. In order to better understand 
this perceived relationship, the primary investigator will delve deeper into the concept of 
ToM and later review the few research studies that look at how it relates to friendship and 
CH. 
Research Questions 
The intended purpose of this study was to explore the possible relationship 
between ToM and CH amongst high school students who are part of racially diverse 
friendship groups. The following questions were developed to gain a deeper 
understanding of diverse friendship, CH, and ToM amongst adolescents in order to 
contribute knowledge to the field of school psychology; SPs might utilize the information 




awareness and tolerance in schools, help students develop social skills, and promote 
advanced social emotional learning. The following questions guided this study: 
1. What are the peer relationship experiences of high school students who are part of 
racially diverse friendship groups? 
2. What do these high school students' social relationship experiences reveal about the 




CHAPTER TWO: Literature Review 
The literature review focuses in on the three topics of interest to this proposed 
study: cultural humility (CH), racially diverse friendship, and Theory of Mind (ToM). 
After delving into current research on each concept, the primary investigator reviews the 
few research studies that have examined how CH, friendship, and ToM may be related. 
All three concepts have been extensively researched for decades, however, how the three 
concepts are interrelated has been of little focus to researchers. The primary investigator 
compels the reader to be interested in the exploration of these three topics, as they have 
the potential to greatly influence how SPs prepare students and support schools who are 
preparing students to successfully exist and interact in an increasingly racially diverse 
world. 
Multicultural Orientation 
Cultural humility is characterized by an openness to the other person “in relation to 
aspects of cultural identity that are most important to the [other person]” (Hook et al., 
2013, p. 354); it requires humility throughout one’s lifetime as individuals engage in self-
reflection and self-critique. Cultural humility is one foundational construct of 
multicultural orientation (MCO), a framework developed to enhance multiculturalism in 
psychotherapy (Owen et al., 2011). To better understand cultural humility, it is important 
to also examine the theory in which it is situated—MCO. The constructs described in 




students and families of all cultural backgrounds and identities. MCO includes three 
interdependent constructs: cultural humility, cultural opportunities, and cultural comfort 
(Watkins et al., 2019). Cultural opportunities occur when an individual’s cultural identity, 
beliefs, and values are mentioned or observed and lend themselves as suitable moments 
for exploration (Owen et al., 2016). Cultural opportunities allow for cultural validation 
and exploration to occur in a natural way that is not forced nor uninvited. Cultural 
comfort refers to the feelings that arise for the practitioner when engaging in cultural 
topics. Cultural comfort is characterized “by feeling at ease, open, calm, or relaxed with 
diverse others” (Davis et al., p. 92, 2018). It is thought that individuals who consistently 
work to develop cultural humility in all areas of their life will experience “greater ease 
and less reactivity” when engaging in cultural conversations and deepening relationships 
with individuals of different cultural backgrounds than their own (Davis et al., p. 92, 
2018). The field of school psychology would benefit from adopting the three constructs 
outlined in MCO, as they are congruent with our commitment to and value for equity and 
social justice. Affirming that the field is committed to training school psychologists who 
are culturally humble rather than culturally competent may serve as a viable starting 
point.   
Cultural Humility Amongst School Psychologists 
As above-mentioned, much of the school psychology literature utilizes the term 
cultural competence rather than CH, which does not fully capture this manuscript’s value 
for and emphasis of CH. However, to highlight the overlap of important aspects and 
maintain consistency throughout the manuscript, the term CH will be used to refer to 




Students from culturally and linguistically diverse backgrounds are served by 
educators and SPs who are by majority White and female (Fagan, 2014). Thus, a 
movement toward recruiting professionals of color into the field of education has largely 
been a trend, however, even more so, the focus has been on creating CH professionals 
who although by majority are White, can become more well equipped to work with 
students of diverse backgrounds (Miranda, 2014). A call for the development of more 
culturally humble services and increased collaboration between SPs, educators and 
families has been imminent for decades. Malone (2010) helped define CH within a SP 
framework; she modeled SP conceptualization of CH from the multicultural counseling 
competencies originally developed by Sue et al. (1982; 1992). Since, much research, 
training, and efforts have been geared toward strengthening CH within the profession and 
education system. NASP Standard II.1.2 states that “[p]ractitioners are obligated to 
pursue knowledge and understanding of the diverse cultural, linguistic, and experiential 
backgrounds of students, family, and other clients” (NASP, 2010, p. 6). Thus, the pursuit 
for CH in the field of school psychology is not only desired, but mandated. It is 
imperative for SPs and educators to be trained in CH and to pursue continual self-
reflection and learning toward their CH growth. SPs need to understand how cultural 
differences impact psychological and educational consultation, intervention, and 
assessment in order to optimally support students of diverse background and ability 
(Malone, 2010).  
Measuring CH amongst practitioners poses to be a difficult pursuit since self-report 
measures have been deemed biased due to social desirability (Larson & Bradshaw, 2017). 




the results of such studies add insight toward how researchers might move forward in 
examining CH. Gao and Mager (2011) suggest that increased experience impacts CH; 
they found that new educators’ beliefs regarding the importance of cultural diversity 
improved over time. They also found that gender might help predict the CH abilities of 
educators. Gao and Mager (2011) found males less tolerant toward topics related to 
diversity when compared to females. In terms of training, previous studies found that 
more graduate courses in CH, training experience at a culturally diverse practicum site, 
and received supervision around cultural issues, are positively correlated with self-
reported CH (Constantine & Yeh, 2001; Dickson & Jepson, 2007; Vereen et al., 2008). 
Due to the broad domains that make up the role of a SP (assessment, consultation, and 
intervention), ways of measuring for CH in other psychology professionals fail to provide 
a complete picture of CH within school psychology. In response to this concern, Malone 
et al. (2016) created the School Psychology Multicultural Competence Scale (SPMCS). 
One study that used this measure found that school psychology graduate students who 
perceive themselves as extraverted have higher self-reported CH (Ryan et al., 2017).  
Another study that implemented the SPMCS found SP female graduate students self-
reported higher CH compared to male graduate students (Malone, 2018). There is an 
apparent need for the development of a measure that does not rely on self-report for 
assessing CH in SP. However, previous research does indicate that increased 
multicultural experiences and training might help prepare school psychology graduate 
students for working with culturally and linguistically diverse populations (Raines & 




Cultural Humility Amongst Students 
The field of school psychology will continue to support their efforts in CH work 
within the field and amongst education professionals. However, future efforts should be 
more calculated in building CH amongst students. Frey et al. (2014) recognize the 
negative impact of intergroup bias and highlight the need for practitioners to “develop 
and implement strategies to promote more positive inter-group relationships” (p. 220). 
One of the many reasons SPs and other educational and mental health professionals must 
receive CH training to such a large extent is likely because most practitioners have 
attended schools and lived in communities that are racially, ethnically, and socio-
economically segregated. Further, such segregated life experiences are likely to restrict 
SPs’ propensity for building relationships with students from diverse backgrounds. 
Therefore, the intentional mixing of students from different backgrounds may be an area 
of focus for future advocacy agendas in SP and the field of education.  
Indeed, a major focus of childhood education is to prepare students to socially 
navigate relationships with others (Nokali et al., 2010). Vygotsky places an emphasis on 
the cultural influences and the impact of environmental factors on development 
(Yasnitsky et al., 2014). Additionally, in his ecological theory, Bronfenbrenner (1979) 
highlights the importance of environment in contributing to the development and 
outcomes of individuals. Some schools have taken steps toward integrating diversity 
topics into their classroom environment. For example, the incorporation of literary 
characters from multicultural backgrounds has increased exponentially over the years 
(Mabbott, 2017). Additionally, some schools have instated culture and diversity fairs 




like “Teaching Tolerance” create ready to use lesson plans for teachers to emphasize 
social justice and anti-bias in their classrooms. Their lesson plans are grounded in four 
domains: identity, diversity, justice, and action. Such programs are substantiated by the 
mission of the United Nations, Educational, Scientific, and Cultural Organization 
(UNESCO). UNESCO’s (1995) “Declaration of Principles on Tolerance” states  
“[t]olerance is respect, acceptance and appreciation of the rich diversity of our 
world's cultures, our forms of expression and ways of being human. It is fostered by 
knowledge, openness, communication, and freedom of thought, conscience and 
belief. Tolerance is harmony in difference. It is not only a moral duty, it is also a 
political and legal requirement. Tolerance, the virtue that makes peace possible, 
contributes to the replacement of the culture of war by a culture of peace.” 
 
Tolerance, an essential element to the building of safe and welcoming school 
environments, is a precursor to cultural humility. Therefore, in order for a school to 
achieve CH they must first enact tolerance. In addition to academic interventions such as 
the above stated, many socio-emotional interventions aim to help students emotionally 
regulate and/or increase their ability to empathize and understand the viewpoint of their 
teachers and peers (Weisz & Zaki, 2017). Despite such efforts, there still remains much 
room for schools to intentionally guide students toward becoming culturally humble and 
responsive individuals.  
Measuring Cultural Humility 
 In order to develop a sensible way to study the phenomenon of CH in students, it 
may be helpful to understand how CH has been explored in previous studies. Matsumoto 
& Hwang (2013) provide a comprehensive review of measurements that assess for CH, 
and state that most measures begin by identifying the “knowledge, skills, abilities, and 




which will likely differ based on multiple factors, such as the field in which CH is studied 
(i.e. medicine, education, psychology; p. 850). Further, they infer that desirable outcomes 
have basis in adaptation and adjustment; adaption is an individual’s ability to alter their 
behavior in response to their environment and adjustment refers to an individual’s 
personal experiences responding to the adaption process (Matsumoto & Hwang, 2013). 
The KSAOs change based on environment and culture, however, assessors will likely 
curb their questions toward overarching cultural trends experienced by their target 
population. This is problematic due to the consistent specificity and evolution of culture 
across all environments. Despite this limitation, measurements have been created based 
on these concepts and will be explore to enlighten this study’s purpose.  
 There are a wide variety of tools developed to measure constructs similar to CH. 
The majority of measurement tools developed may not measure this manuscript’s specific 
conceptualization of CH, but do measure some important aspects of CH. To review a list 
of tools developed to measure related CH constructs, please see Table 1. Most measures 
are quantitative, however, few, such as the Intercultural Development Inventory (IDI), do 
have qualitative components (Matsumoto & Hwang, 2013). Matsumoto & Hwang, 2013 
reviewed these measures and found some tests were questionable in relation to content 
validity, while others were of concern in relation to construct validity; all assessments 
presented major differences in the way they defined domains of CH. Most assessments 
did not satisfy Matsumoto & Hwang’s (2013) strong desire for ecological validity, the 
extent to which results can be generalizable toward desirable outcomes. Schlägel & 
Sarstedt (2016) found measurement invariance in their study of CH across five countries, 




are normed on populations under 18 years of age and most are geared toward the 
assessment of working professionals and/or graduate students.  
Table 1 
 
Summary of Available Assessments Measuring Similar Constructs to CH 
 




CCAI Emotional resilience, flexibility/openness, 




CCSS Cultural knowledge, attitudes, beliefs, and 
lifestyles 
Cultural Intelligence Scale 
 
CQ Cultural metacognition, cognition, 
motivation, and behavior 
Behavioral Assessment 




BASIC Display of respect, interaction posture, 
orientation to knowledge, empathy, self-
oriented role behavior, interaction 




ICAPS Emotion regulation, critical thinking, 
openness, flexibility, interpersonal 
security, emotional commitment to 






























Ethnocentrism and ethnorelativism 
 
Self-esteem, self-monitoring, open-
mindedness, empathy, interaction 
involvement, suspending judgment 
Cultural empathy, open-mindedness, 








Adolescent Social Development Within a Cultural Context 
Psychologists have found that White children who have decreased exposure to 
diverse races have increased chances of interpreting actions, behaviors, and nonverbal 
signals as negative (Frith & Frith, 2007). Furthermore, White children develop an identity 
of superiority as early as in their preschool years (DiAngelo, 2018; Roediger, 1988). This 
fact might explain why most White people choose racial segregation, which harms their 
ability to become culturally aware and form relationships with individuals of 
marginalized backgrounds, further contributing to institutionalized racism in America 
(DiAngelo, 2018; Frankenburg, 1997). This is a shame because adolescents who attend 
integrated schools are more aware of harmful speech associated with race (Noguera, 
2015). Therefore, adolescents attending racially diverse schools are likely to become 
more cognizant of how negative speech might impact others, thus creating environments 
less structured by ignorance. Although integrated schools may cause some adolescents to 
feel a sense of discomfort at first, exposure to peers who are from multiple racial 
backgrounds provide adolescent youth with learning opportunities during a critical time 
of development. 
Adolescence is a malleable time for all individuals, and as adolescents learn from 
the world around them, their perception of themselves and others is largely influenced by 
what they see, hear, and experience. As adolescents develop, aspects of their brain enter 
critical periods strongly influenced by their exposure to various experiences, impacted by 
their environment and encounters. Such implications help constitute their thoughts, 
views, and perceptions of the world later on in life. The hippocampus and amygdala, both 




emotion, and memory (Giedd et al., 2012). Thus, the development of such parts of the 
brain may differ on the basis of exposure to heterogeneous or homogeneous populations; 
the premise of who adolescents are exposed to may impact their understanding and 
openness to those who look and act differently than themselves. 
Understanding the influence that brain development has on adolescence from 
multiple cultural and racial backgrounds provides insight into how human beings grow 
toward their individual ability to cognitively and morally think. Especially in emotionally 
charged contexts, the limbic system overrides the prefrontal cortex in decision making 
and might cause adolescents with limited exposure to individuals who are 
different from them, to fear or aggress others (Galvan, 2012). The impact of this is 
exacerbated when evaluating media and community influence. When segregated 
communities only learn about other racial groups through media outlets, negative images 
of groups of people, especially minority populations, are ingrained into adolescent 
perception as the “other.” Adolescents who have little to no opportunities to interact with 
diverse groups are at risk for creating and generalizing negative associations to groups of 
people different from themselves. When adolescents who are isolated from other races 
for nearly their entire lives encounter individuals who are racially different than 
themselves, the chance of incorrectly misinterpreting verbal and nonverbal behavior 
increases (Frith & Frith, 2007). The ability to understand social cues and aspects of 
communication correctly is largely dependent upon individuals’ exposure to the specific 
context in which the behavior is typical. Understanding social communication is 






 The research on friendship quality suggests that some friendships may be better 
than others; a friendship with many positive attributes might be considered a positive 
influence over adolescent identity development and adjustment and vice versa (Bagwell 
& Schmidt, 2011). There has been much discussion around how many dimensions of 
friendship exist when measuring the quality of friendship. Parker and Asher (1993) 
identify intimate exchange, conflict resolution, companionship and recreation, help and 
guidance, validation and caring, and conflict and betrayal as the six dimensions of 
friendship quality. Bukowski et al. (1994) identify five features of friendship quality: 
companionship, conflict, help, closeness, and security. Other researchers have merely 
identified two domains of friendship quality: positive and negative influencing (Bagwell 
& Schmidt, 2011). Nonetheless, measures that have been developed to assess the quality 
of friendship are based on child perception or the observation of an outsider. Further, the 
five (Bukowski et al., 1994) and six (Parker & Asher, 1993) dimensions identified surely 
speak to the general needs and desires of the majority of adolescent friendships (Bagwell 
& Schmidt, 2011). Studies show that quality adolescent friendships predict physical 
health quality in adulthood and high self-esteem (Allen et al., 2015; Bagwell et al., 1998). 
Alternatively, friendships can also be negative influencing; for example an adolescent 
with little family support who seeks security and validation as the priority features of 
friendship may be at risk for joining a gang. On the other hand, the same individual may 
seek out the companionship of a friend group or one friend with a well-adjusted family 




lead to negative outcomes for the individual, while the latter will likely lead to positive 
ones. 
The complexity of friendship quality has been studied both quantitatively and 
qualitatively. Much of the qualitative research conducted have adopted an ethnographic 
approach. Qualitative researchers argue that taking such an approach helps to shed light 
on the process of building quality friendships rather than the mere outcomes (Adler & 
Adler, 1998; Corsaro & Molinari, 2000; Fine & Sandstrom, 1988). Children may be 
observed taking active roles in their friendship choices and development. One narrative 
study that focused on the relationship between friendship quality and self-esteem found 
that adolescents with both high and low self-esteem included trust and loyalty as key 
features in their quality friendships (Azmitia et al., 2005). Emotional support and being 
included were two additional domains listed as high priorities of friendship, however, 
adolescents with low self-esteem recounted stories of not feeling emotionally supported 
or feeling left out more frequently than their high self-esteem peers (Azmitia et al., 2005). 
In judging the quality of adolescent friendship, it is important to note that the judgement 
is often based on an individual’s personal values and cultural context; therefore, more 
often than not, these judgements are culturally loaded and subjected. However, SPs may 
utilize some of the research conducted on friendship quality to help guide their judgement 
toward specific characteristics that lead to desirable outcomes for students. 
Friendship Significance 
 As previously stated, developmentally, friendship is considered a normative 
experience; therefore, if a child were to not partake in friendships it would likely signify 




people they spend time with and generally, associate positive features to their friendships 
(Berndt, 1986). Yet, adolescents highlight intimacy, the sharing of secrets, feelings, and 
concerns, as a key feature in their friendships (Gummerum & Keller, 2008). Newcomb 
and Bagwell’s (1995) meta-analysis of 80 studies highlight four significant ways that 
friends differ from non-friends (i.e. classmates, acquaintances): positive interactions and 
affect, the settling of conflict, “better performance on task related activities,” and 
“similarity, closeness, and loyalty” (Bagwell & Schmidt, 2011, p. 74). These differences 
are important in highlighting the social and cultural significance of friendship. 
Friendships indicate who students feel connected to, what types of people are most 
influential to them, and who they choose to confide in. Friends are often referred to 
colloquially as an individual’s “chosen family.” Just like the family unit, friendship 
groups provide SPs a breadth of information about a student (i.e. adjustment abilities, key 
areas of interests, emotional attachment styles, self-esteem). Through the study of a 
students’ friendships, SPs may find out what a person likes or dislikes, the popular 
culture they most associate with, what type of music they like, what they hold as 
meaningful, etc.  
SPs can learn much strengths-based information about a student through their 
friendships. However, not all friendships are created equal. Higher instances of conflict 
with friends are associated with externalizing and internalizing distress, adolescent drug 
use, and poor adjustment (Burk & Laursen, 2005; Mounts, 2004). Consequently, studying 
friendships may also help inform researchers, SPs, and educators alike, how to facilitate 
positive relationships at school that may lead to desirable student outcomes. The 




& Keller, 2008). This contributes to the deepening of the friendship relationship, but also 
to the significance of friendship groups during the adolescent years. Specifically, when it 
comes to sex and drug use, the behaviors of the friend group one partakes in strongly 
influences the behavior of the adolescents within the group (Dilorio et al., 2001). 
Adolescents also tend to recognize the exceptionality of their different friend groups (i.e. 
gymnastic friends, theater friends, soccer friends, school friends, church friends; Adler & 
Adler, 1998). All of these friendships significantly contribute to an adolescent’s ability to 
adjust to various life changes and environments. Accordingly, friends and friend groups 
aid adolescents in defining themselves in terms of personal identity and culture. 
Diverse Friendship 
 The majority of research discussed in previous sections included some samples of 
individuals who are part of racially diverse friendship groups, however, they were not 
differentiated as a special population. Separate studies have looked at the strengths and 
challenges of having racially diverse friends. As a reminder, this study defines diverse 
friendship as a friendship group (three or more individuals who share in reciprocal social 
interactions and activities of shared interest on a consistent basis) where two or more 
racial identities are represented in at least two thirds of the individuals that constitute the 
friendship group. Some of the research on diverse friendships, also referred to as 
multiracial, interracial, or multicultural friendship, have focused on singular diverse 
friendships, or the reciprocal relationship between two individuals of different racial 
identities.  
 There is some evidence that children seek out friendships with individuals who 




Graham et al., 1998). Therefore, it is critical that adolescents be encouraged to seek out 
diverse friendships during this stage of development. Research on diverse friendship 
groups suggest that having racially diverse friendships influence student ability to solve 
conflicts, develop healthy social adjustment, social competence, empathy and trust, 
reduce intergroup anxiety, and most of all, reduce prejudice biases toward other racial 
groups (Cameron et al., 2006; Feddes et al., 2009; Hartup & Stevens, 1997; Kawabata & 
Crick, 2008; McGill et al., 2012; Nelson & Aboud, 1985; Turner et al., 2007). The body 
of research confirms Allport’s (1954) theory and Pettigrew’s (1998) hypothesis that 
diverse friendship results in increasing affirmative attitudes toward marginalized 
populations that are of less social status due to institutional racism.  
 In a seminal study that looked at friendship amongst same-race peers and cross-
race friendships at multiple age ranges Aboud et al. (2003) found that qualities of 
alliance, help, emotional security, and positive feelings were relatively the same for both 
types of friendship. However, Aboud et al. (2003) found that White students who listed 
cross-race classmates in their “nonfriend” category also had higher levels of prejudice.  
  In another study, Munniksma and Juvonen (2012) analyzed a sample of 227 
middle school students’ friendships at an urban school in Los Angelos; 39% were Latino, 
30% White, 9% Black, 5% Asian, 4% other, and 12% identified as mixed or multiethnic. 
Munniksma and Juvonen (2012) focused on the friendship experiences of Latino and 
White students and found that Latino students felt an increased sense of safety when they 
had friends who were White; however, White students did not report feeling an increased 
sense of safety, which may be related to their already privileged status. SPs and educators 




diverse friendship may be a plausible intervention for increasing the safety of school 
environments. 
 Despite the strong body of evidence that presents positive consequences for 
diverse friendships, there does exist a degree of discomfort and challenge in the 
formation of such friendship. For example, some children of immigrant status report 
higher degrees of conflict with their parents due to their diverse friendships 
(Miklikowska, 2017; Titzmann, 2012). However, Miklikowska (2017) found non-
immigrant adolescents who had friends that were immigrants to be less impacted by the 
prejudice attitudes of their peers and parents. Further, Black and Asian American 
adolescents who reported that their best friend was of different racial and/or ethnic status 
to them, reported vulnerable socio-emotional well-being compared to their peers who 
reported having a best friend of the same racial and/or ethnic status (McGill et al., 2012). 
Some research shows that individuals who partake in diverse friendships may be 
negatively perceived by their same-racial and/or same-ethnic peers (Castelli et al., 2007). 
This consequence may pose particular challenges to individuals from marginalized 
backgrounds who experience discomfort in their racial identity development and may 
cause them to resent their family’s cultural background. Considering both the negative 
and positive consequences of diverse friendship, it is believed that the benefits of diverse 
friendship outweighs its challenges.  
 The majority of research on diverse friendship groups support Allport’s (1954) 
contact theory. Therefore, SPs can advocate for schools to push an initiative of 
diversifying classrooms. Van Geel and Vedder (2010) found that more racial diversity in 




just advocate, SPs and educators can also implement interventions that focus on creating 
and maintaining quality diverse friendships in the classroom. Harris (2016) argues that it 
is important to evaluate diverse friendships outside of the categorical processes that have 
been most popular, which mostly focus on Allport’s (1954) contact theory. Researchers 
focusing on this issue in Indonesia, a country with a history of high racial tension, 
suggest that building a heightened consciousness regarding the socio-political history of 
their country may aid in the creation of diverse friendship (Hamdiyah et al., 2017). In 
U.S. classrooms, the socio-political history of racism and ethnic prejudice are integral 
parts of student learning. However, the histories of marginalized people in the U.S. 
continues to be viewed as separate from the rest of the country’s history (DiAngelo, 
2018). For example, in the U.S., February is Black history month, which subliminally 
sends the message that Black history is not a part of every other aspect of U.S. history. 
Therefore, in addition to advocating for integrated schools, SPs and educators should also 
attempt to advocate and implement historical stories that are integrated. This initiative 
includes explicitly teaching students about Critical Race Theory (CRT), privilege, power, 
and oppression, and the adversarial idea of “color blindness” (Drakeford, 2015).  
On a larger scale, schools must implement policies of fair disciplinary practice 
that demonstrate to students that the rules are consistent, clear, and anti-racist. When 
schools implement policies that are the opposite of the above described, they teach 
students that it is okay to be prejudice against individuals of specific demographics. 
Further, schools can offer more extracurricular activities to students; extracurricular 
activities have been shown to help facilitate the formation of diverse friendship (Schaefer 




continuously ask: why are the advanced classes filled with all White students? By 
becoming aware of racial tracking, schools may be able to correct the re-segregation of 
students within racially integrated schools. Finally, schools can form strong partnerships 
with families that help inform guardians about the benefits of diverse friendships.  
Theory of Mind 
History and Overview 
In 1978 Premack and Woodruff coined the term ToM in an experiment conducted 
involving chimpanzees. The chimpanzees’ ability to recognize another individual’s 
suffering, such as being unable to access food or being stuck in a cage unable to escape, 
proved to the two researchers that chimpanzees may be able to distinguish between the 
mental states of themselves and others. The idea that chimpanzees possess ToM is still a 
controversial topic. Nonetheless, the concept of ToM has grown in depth and breadth 
since its conception; it has been applied toward animals and also human beings of diverse 
development, psychological diagnoses, and abilities. Although the term ToM was coined 
in the latter part of the 20th century, its roots may be found in the philosophical 
groundwork of René Descartes (Clarke, 2003) and the psychological underpinnings of 
Jean Piaget.  Piaget’s (1952; 1954) theory of cognitive development suggested that before 
the age of three or four years, children cannot understand thoughts and perspectives 
different from their own due to their egocentrism. Research conducted after Piaget 
contradicts some of his claims; for example, signs of ToM development begin in infancy 
as early as seven to nine months of age (Baron-Cohen, 1991). Additionally, other studies 




between mental thoughts and physical, tangible, objects, contradicting Piaget’s thoughts 
about childhood realism (Wellman, 1990; 2017).  
Studies have expanded to include the ToM of infancy, childhood, adolescence, 
adulthood, and late adulthood. The evolutionary process of ToM, emotional 
understanding, learning, and individual differences in ToM have also been the focus of 
scholarly research (Carlson et al., 2004; Dunbar, 1998; Wellman, 2017; Wellman & 
Lagattuta, 2004). Research studies have been longitudinal, correlational, and 
experimental (Wellman, 2017). Also included in the vast ToM research and literature is 
how ToM variance impacts childhood friendship, game-playing, and transition to school 
(Fink et al., 2014; Peterson et al., 2016; Slaughter et al., 2015). ToM abilities have also 
been studied in individuals with a diagnosis of schizophrenia. There has been an 
increased interest in understanding poor insight in individuals with schizophrenia. 
Generally, results from studies that looked at the relationship between schizophrenia and 
ToM found slightly lower ToM mastery in individuals with a schizophrenia diagnosis and 
associated this deficit with poor insight (Fretland et al., 2015; Pickup & Frith, 2001; 
Popolo et al., 2016; Rominger et al., 2016). Ng et al. (2015) suggest that interventions 
that teach ToM skills may increase insight in individuals with schizophrenia, thus 
improving their general functioning. Additional studies have detected higher ToM in 
students who are of  bilingual ability (Berguno & Bowler, 2004; Goetz, 2003). Having a 
greater understanding of sociolinguistic exchanges is a suggested explanation for higher 






Populations of Focus 
 Perhaps the most extensively researched field related to ToM highlights it as a 
weakness in individuals with Autism Spectrum Disorder (ASD). Individuals with ASD 
tend to have difficulty understanding the thoughts, actions, and beliefs that others have, 
especially when they differ from their personal perspectives. Thus, a central component 
of ASD is having low ToM. More specifically, ToM studies that have focused on a 
population of individuals with ASD have helped differentiate the difference between 
ToM and general cognitive abilities, since a significant percentage of individuals with 
ASD who are high-functioning have exceptional cognitive abilities but low ToM abilities 
(Baron-Cohen et al., 1999). Compared to typically developing children, high-functioning 
children with ASD report having fewer friendships and the friendships they do have, have 
been found to be worse off in terms of companionship and security (Bauminger & Kasari, 
2000). In a separate study that looked at ToM and peer social skills in a sample of 
children with ASD, deafness, and typical development (N=195), it was found that 
children with ASD and deaf children of hearing parents alike are considerably slower in 
their development of ToM understanding when compared to the ToM abilities of children 
who are typically developing (Peterson et al., 2016).  
 In addition to children who have ASD, deaf children are also a prevalent 
population of focus in the ToM research and literature. This is particularly interesting 
because deaf children do not possess the atypical neurological differences that children 
with ASD have, which have helped to explain why children with ASD have lower ToM 
abilities (Peterson et al., 2016; Wellman, 2017).  The differences in ToM abilities 




who are late-signers (their parents are hearing able) might help explain this phenomenon. 
95% of deaf children are born to parents who are hearing able and thus, are likely to be 
late signers (Peterson et al., 2016; Wellman, 2017). These late signers are likely to be 
communicated with in simplistic ways; their hearing parents communicate with them 
using hand gestures, which cause late signing individuals to be restricted in their learning, 
communication, and play opportunities, especially in the earlier years of their life 
(Peterson & Siegal, 1995; Peterson et al., 2016). Thus, the circumscribed interactions late 
signers have to their family, friends, community, and their environment may explain their 
delayed ToM mastery. Such findings shed light on the impact that language and 
environment may have on ToM (Hughes, 2005).  
Defining Theory of Mind 
 ToM may be perceived as a construct similar to perspective taking, compassion, 
and empathizing. Despite their similarities and shared characteristics, ToM is distinctive 
from perspective taking, compassion, and empathy. The EmpaToM is an assessment that 
measures ToM, empathy, and compassion that has been validated with neuroimaging 
(Kanske et al., 2015; Winter et al., 2017). It’s differentiation between the three constructs 
provides insight into their differences. The EmpaToM assessment consists of 48 15-
second video sequences that are characterized by negative or neutral emotional valence 
(Winter et al., 2017). After watching a video, participants complete rating skills that 
measure empathy (feeling negative, neutral or positive) and compassion (none to very 
much) for the observed other. ToM is measured through a questionnaire asking for the 




The EmpaToM defines empathy “as the process by which an individual infers the 
affective state of another by generating an isomorphic affective state in the self, while 
retaining knowledge that the cause of the affective state is the other” (Engen & Singer, 
2013, p. 275). Compassion is referred to as “an emotional and motivational state 
characterized by feelings of loving-kindness and a genuine wish for the well-being of 
others” (Bernhardt & Singer, 2012, p. 3). Simply put, empathy refers to one’s ability to 
feel another person’s emotion with them and compassion refers to one’s emotional state 
characterized by feeling love, kindness, and care for another.  
Distinguishably, ToM is one’s ability to cognitively understand the affective and 
mental states of others through the understanding of others’ emotions, beliefs, 
motivations, and thoughts. Further, ToM is a necessary component for understanding 
how the actions and behaviors of others is influenced by their emotions, beliefs, and 
motivations. ToM and Empathy together constitute perspective taking, or one’s ability to 
relate to others through cognitive and empathetic understanding. All four of these 
constructs, ToM, empathy, compassion, and perspective taking, work in conjunction with 
one another and in many ways define the human experience.  
Measuring Theory of Mind 
 Although a basic understanding of ToM aids in the reader’s conceptualization of 
low and high ToM mastery, a review of ways that ToM is measured will help produce a 
deeper comprehension of detected ToM difference. Premack and Woodruff (1978) were 
the first to measure ToM in their study of chimpanzees. They developed the false-belief 
test which was later used by Wimmer and Perner (1983) to measure ToM in children. The 




mental states. For example, a child is presented with a scenario where an individual 
places an item in a specific location and then is later moved by a second individual. The 
child is then asked where the first individual will look for the item; their answer indicates 
whether or not they are able to differentiate between the knowledge they personally have 
and the knowledge of someone else. Since its creation, the false-belief test has been 
criticized for poor test-retest reliability and being too dependent on advanced language 
skills (Alic, 2009; Bosco et al., 2009). Most measurement tools of ToM involve 
questioning the inferences of participants based on stimuli presented, video vignettes, or 
textual stories, such as Storybooks, which present the participant with multiple scenarios 
regarding knowledge, beliefs, and desires (Baron-Cohen et al., 2001; Byom & Mutlu, 
2013; de Sonneville et al., 2002).  
Third-person methods of measuring ToM have been criticized for limiting the 
individuals response, therefore second person evaluations have been created to make 
examinations more personal (Schilbach et al., 2013). Byom & Mutlu (2013) suggest real 
scenarios be used for measuring ToM, recommending that real scenarios be presented to 
the participants in first and second person rather than third. Simulated social interactions 
have also been utilized; measuring ToM through virtual reality tend to more accurately 
measure abilities compared to previously popular third person activities (Bicho et al., 
2011). Most of the ToM tests reviewed were developed specifically for developmental 
psychology but may also be used to detect ToM variance in people with schizophrenia 
and neurotypical individuals (Bosco et al., 2009). Very few ToM tools are geared toward 
detecting ToM differences in neurotypical adolescents and adults. The few ToM 




ToM related to metacognition and self-reflection (Fonagy et al., 1991; Semerari et al., 
2003). Despite being related to ToM, metacognition, one’s thinking about thinking, is a 
much wider concept and such measures have been deemed to be too broad (Bosco, et al., 
2009; Semerari et al., 2012). The Theory of Mind Assessment Scale Interview 
(T.h.o.m.a.s.; Bosco et al., 2009) is one of the few assessments that capture various 
aspects of ToM in a semi-structured interview developed to measure ToM differences in 
neurotypical adolescents and adults. Despite the strong psychometric properties of the 
T.h.o.m.a.s., the primary investigator finds the semi-structured interview insufficient for 
native English speakers since the original interview was written in Italian.  
In order to detect adolescents’ understanding of themselves and others, it is 
important to understand ToM through qualitative inquiry since this concept is one that is 
vibrant and often revealed through interaction and dialect (Park, 2001). Qualitative 
research is helpful in adding a more dimensional understanding of ToM, especially in 
more developed, neurotypical populations. Although most measures of ToM are 
quantitative, a few researchers have looked at the concept through a qualitative lens. To 
evaluate the dynamic between conversation and ToM in children, de Rosnay and Hughes 
(2006) utilized qualitative evaluation to assess “emotional-attachment and connection” 
between a child and others (p. 26). The information provided needed context for 
understanding participants’ ToM ability and conversation. Other studies have looked at 
the qualitative differences of ToM in people with schizophrenia and high functioning 
ASD (Herold et al., 2002; Hurlburt et al., 1994). Conclusively, very few researchers have 




mind is in fact a socio-cognitive capability that may be best measured through interactive 
interviewing and observation. 
Conclusion 
Culture and ToM 
Few studies have accounted for differences in culture and ToM. Of the few, 
Wellman et al. (2006) considered differences of collectivist versus individualist culture in 
their examination of ToM development in Chinese, Australian, and American children. 
Although ToM developed at similar age ranges across cultures, the Chinese children did 
better on subtests that measured the child’s ability to recognize that they might be 
knowledgeable about something that another person might not be knowledgeable about. 
Alternatively, Australian and American children performed better on ToM tasks that 
measured their ability to recognize that “different people can have different beliefs about 
the same situation” (Wellman, 2006, p. 1075). These highlighted differences of ToM 
amongst children from collectivist versus individualistic cultures reflect the emphasized 
values of each. In Chinese culture, is may be more significant for an individual to be 
knowledgeable than ignorant, since there is perceived emphasis on societal knowledge. In 
Western cultures, such as in the US and Australia, it may be more valuable for a child to 
be able to differentiate that people have individualistic beliefs, since individualism is of 
high value to Western culture. Wellman et al.’s (2006) study is pivotal in acknowledging 
that ToM must be studied within a cultural context. Their findings were replicated in a 
different study that examined ToM in Turkish children who are also part of a collectivist 




Building upon Wellman’s study, ten years later Wang, Devine, Wong, and 
Hughes (2016) considered ToM within a culture context in their study of English 
speaking children attending local and international schools in Hong Kong and children 
attending local schools in the United Kingdom (UK). In addition to ToM, they examined 
executive functioning differences in children. Results indicated that rather than culture, 
pedagogy influenced children’s executive functioning and ToM development. For 
example, drilling, or the emphasis on memorization, is the most popular form of teaching 
in Hong Kong. Wang et al. (2016) infer that difference in pedagogy explains ToM 
variance in students attending local schools in Hong Kong versus International ones in 
Hong Kong and local ones in the UK. Despite these contradictory results, whether it is 
pedagogy or culture, or a combination of both, that informs differences in ToM ability, 
SPs are interested in the examination and potentiality of both in informing student 
abilities to perspective take. 
Social Competence and Environmental Influence  
No known research looks at the phenomenon of diverse friendship, CH, and ToM 
in terms of how they may be related or influence one another as a trio. However, there is 
vast research on ToM being an essential component to social skill development and 
further, the development of healthy friendship in individuals of all age groups. Numerous 
studies link poor social skills and friendlessness with adversarial mental health 
consequences, such as low self-esteem, depression, suicidal ideation, anxiety, and 
loneliness (Bagwell et al., 1998; Fink et al., 2014; Pederson et al., 2007).  
In a study that looked at the relationship between social skills, ToM and diversely 




competence of typically developing children. Peterson et al. (2016) used teacher reports 
to inform the data used in their study, but they acknowledge that longitudinal research 
and naturalistic observation would be helpful for studying this relationship. Also, 
interviews with children that ask about their perspective taking abilities and friendship 
might enhance the study with deeper, more contextual information about the relationships 
examined. The results from their study confirm Dunn and Cutting’s (1999) supposition 
that ToM is highly influential on social experiences. One might conjure that ToM 
abilities are necessary for applying social skills or that social relationships prompt 
children to put their ToM abilities to use. Either way, the two areas are highly intertwined 
and appear reliant on one another. 
 A two-year longitudinal study that looked at the relationship between ToM and 
friendship in children five to seven years of age found similar results to those of Peterson 
et al. (2016). Fink et al. (2014) controlled for language and group popularity and not only 
did their results confirm a correlation between ToM and friendship, but ToM and 
mutually reciprocated friendship. Mutually reciprocated friendships tend to contribute 
positively to a child’s development of trust, insight, and connectedness (Dunn et al., 
2002). In a separate longitudinal study Caputi et al., (2012) looked at ToM and friendship 
in a sample of similar age and also found that higher ToM mastery predicted less peer 
rejection and more peer acceptance. In a sample of school-aged elementary children, 
Lecce et al. (2017) found that social understanding predicted social competence, which in 
turn, predicted school achievement. Another study that examined the relationships among 
shyness, social competence, and theory of mind in pre-adolescents found there to be 




(Kokkinos et al., 2016). Previous research indicates that the impact of perspective taking 
and social relationships may be of great importance to social emotional development, 
attachment, and academic achievement; these are all important factors on the agendas of 
SPs and their partnerships with students and families. Unfortunately, these studies do not 
consider racial identity as a salient factor; some researchers identified this lack of 
consideration as a limitation to their studies. Similar to other researchers in the social 
sciences that aim to measure environmental impact on phenomena, Hughes, Jaffee et al. 
(2006) recruited a sample of 1,116 pairs of twins. They found that shared and non-shared 
environmental difference explained a majority of variance in ToM differences amongst 
twin pairs, as well as in comparison to other twin pairs. Non-shared environmental 
differences included child-specific events, such as illnesses and accidents, along with 
differences in social environment. Biological factors were found to not be as salient 
compared to environmental ones. Once again, little attention was given to cultural 
difference or racial background. However, this study highlights the importance of 
environmental influence on ToM development, which has great implications for a 
perceived relationship between ToM and diverse friendship. 
Current Study 
 The current study identifies gaps in previous literature studying ToM, CH, and 
diverse friendship. Despite the wide variety of research studying each construct 
independently or in relation to one other construct, there is  no known research examining 
the three constructs together as a perceived phenomenon. In a nascent area of research, it 
is recommended that the researcher studying the phenomenon adopt a qualitative 




the newly studied phenomenon (Creswell, 2013). The primary investigator selected a 
phenomenological approach to explore the phenomenon because such an approach has 
successfully been implemented in studies that emphasize multicultural difference (Hart, 
2018; Hoover, 2016; Perkins, 2012). Further, the phenomenological approach holds the 
researcher accountable for checking biases through bracketing (Creswell, 2013). The 




CHAPTER THREE: Methodology and Procedures 
Research Questions 
The intended purpose of this study was to explore the possible relationship 
between Theory of Mind (ToM) and Cultural Humility (CH) amongst high school 
students who are part of racially diverse friendship groups. The following questions were 
developed to gain a deeper understanding of diverse friendship, CH, and ToM amongst 
adolescents in order to contribute knowledge to the field of school psychology; SPs might 
utilize the information uncovered in this study to inform their construction of counseling 
groups, build cultural awareness and tolerance in schools, help students develop social 
skills, and promote advanced social emotional learning. The following questions guided 
this study: 
1. What are the peer relationship experiences of high school students who are part of 
racially diverse friendship groups? 
2. What do these high school students' social relationship experiences reveal about 
the meaning and essence of the phenomenon of diverse friendships and ToM? 
Methodology 
Qualitative research is appropriate for research studies where deep exploration 
and understanding is dominant; it sustains that information is a constructed concept that 
can be viewed differently from multiple perspectives (Creswell, 2013). “The primary aim 




constructed” (McLeod, 2011, p. 3). Qualitative research aids in the sharing of stories
especially in the sharing of stories of individuals who are part of marginalized groups 
whose voices are frequently unheard. Further, concrete quantitative measures may not be 
sensitive enough to individual differences experienced by participants who are from 
marginalized racial backgrounds (Creswell, 2013; Hammersley, 2012). Qualitative 
research emphasizes the use of open-ended and semi-structured questions, which allow 
participants to more freely speak in their own terms, and may assist in the analyses of 
human behavior and interaction. Finally, a qualitative approach allows the data to be 
open for analysis, which is critical for research conducted in an understudied field such as 
the topic being explored in this study (Camic et al., 2003). 
Philosophical Underpinnings and Framework 
When selecting a research methodology for a study, it was vital to consider the 
needs of the study and its participants as well as the primary investigator’s worldview 
(Creswell & Plano Clark, 2018). Stating a researcher’s foundational philosophical 
viewpoint allows readers to become informed consumers by gaining an awareness of the 
primary investigator’s assumptions and interpretations. Furthermore, the researcher’s 
understanding of the philosophy of her method of choice is critical in determining 
goodness of fit with her personal values and research questions.  
The paradigm worldviews that the researcher most closely identifies are 
constructivism and critical theory. A constructivism approach includes “multiple 
realities” and supports a close relationship between researcher and participants (Creswell 




can never be entirely removed due to the varied lived experience of all researchers. To 
address this belief, constructivist researchers “bracket” out their biases not by omitting 
them, but rather by acknowledging them and explaining how they impact the research 
study (Stahl et al., 2012). Critical theory permits researchers to situate their study within 
historical context and empowers the researcher to revise history, in that its basis may be 
of systematic bias, thus excluding the voice of oppressed and marginalized populations 
(Creswell & Plano Clark, 2018). This study is grounded in critical theory because its 
development was situated within the historical context of American racism, oppression, 
and systemic segregation. Critical theory and constructivism informed the conduct of this 
research study in both divergent and convergent ways. Both critical theory and 
constructivism share some overlap in their inclusion of values, ethics, training, and 
hegemony. Both paradigms supported the researcher’s values, and further, her 
interpretation toward data collection, analysis, and interpretation. Finally, the 
constructivist paradigm’s emphasis on understanding a phenomenon guided this research 
study. Rather than merely answering research questions, the study aimed to gain a 
comprehensive understanding of the how and why things are (Lincoln et al., 2011). For 
this research study specifically, these paradigms aided in understanding what types of 
perspectives and points of view students of racially heterogenous friendship groups have 
toward others.  
Phenomenology 
  Phenomenology was selected as the research methodology for this study. 
Phenomenology is both a philosophical discipline and an approach to doing research (van 




philosophical approach, in that the research is tasked with “reflecting in a 
phenomenological manner on the living meanings of everyday experiences, phenomena, 
and events” (van Manen, 2014, p 13). Phenomenology has a dense history in 
philosophical practice, philosophical research methodology, and psychology, dating back 
to Immanual Kant in 18th century BC (Parsons, 2012). Thus, adopting a 
phenomenological approach draws upon influencers in multidisciplinary fields; however, 
the central theme across these disciplines is understanding the essence of an identified 
phenomenon. Creswell (2013) states that phenomenology “describes the common 
meaning for several individuals of their lived experiences of a concept or phenomenon” 
(p. 76).  
  As stated, phenomenological research focuses on the exploration of a phenomena 
through a conscious experience (Creswell, 2013). This concept is key to understanding 
the behavior, consciousness, perspective taking, and emotional investment of human 
beings, and as a result was the best approach for this study. Edmund Husserl, the founder 
of contemporary phenomenology, is responsible for highlighting the importance of 
differentiating between the act of consciousness and the phenomenon at which such 
consciousness is directed (Mohanty, 2008). According to Husserl, the only way to 
achieve such differentiation, and ultimately, highlight the “essence” of a phenomena, is to 
“bracket” the researcher’s personal assumptions and biases (Mohanty, 2008). The 
researcher was drawn to the phenomenological approach because of its multidisciplinary 
history and specifically, it’s requirement for the researcher to self-reflect and undergo the 
process of bracketing.  When approaching a phenomenon experienced by individuals of 




and ethnic background, in order to have the ability to gauge what the phenomenon may 
mean to individuals who identify and experience the world in a unique way different 
from that of the researcher. That being said, it was impossible to remove all bias of the 
researcher; instead, what was possible was the constant reflection and identification of 
bias throughout research. 
Phenomenology in Practice 
 In approaching a multicultural, multiracial study from a phenomenological 
perspective, it is vital to recognize that the phenomenological research approach has been 
developed from primarily White, male perspectives, with some notable exceptions, such 
as the work of Mariana Ortega (2016). Ortega (2016) combines existential 
phenomenology, Latinx feminism, and race theory, to expand one’s understanding of the 
lived experience with theories of oppression and identity development. Due to the nature 
of this study, insight from critical race theory (CRT) is used in conjunction with a 
transcendental approach. 
Psychologist and transcendental phenomenologist, Clark Moustakas (1994), 
identifies three main stages of phenomenological research: Epoché, phenomenological 
reduction, and imaginative variation. Epoché is the experience of bracketing, a 
quintessential element of phenomenological research. Ahmed (2006), scholar of queer 
phenomenology, writes, “[R]ather than the bracket functioning as a device to put aside 
the familiar, we could describe the bracket as a form of wonder: that is, we feel wonder 
about what is in the bracket rather than putting what is in the bracket to one side” (p. 
200). Similarly, feminist phenomenology recognizes that one cannot eliminate their 




especially to protect the stories shared by participants (Mann, 2018). There is no known 
approach to bracketing according to CRT, which examines the centrality of race in 
perpetuating oppression (Harris et al., 2012). However, by adopting thoughts 
disseminated by CRT and intersectionality (Crenshaw, 1989), the researcher focused in 
on critically analyzing the intersectionality of her personal identities and its impact on 
analysis and interpretation.  
The second stage of transcendental phenomenology, phenomenological reduction, 
allowed the researcher to veer away from focusing on objects identified in participants’ 
shared stories. Rather, the researcher adopted Moustakas’ (1994) approach, which 
proposes that the researcher examine and describe participants’ stories in their entirety, 
allowing for the phenomenon to be viewed with a whole awareness. Further, the 
researcher made a “deliberate intention of opening [themselves] to phenomena as 
phenomena…with their own textures and meanings” (Moustakas, 1994, p. 92). Included 
in phenomenological reduction is horizonalization, a seminal step in phenomenological 
research. The purpose of horizonalization is to honor the fact that no matter how many 
times phenomena is viewed and considered, there are endless horizons to the discovery of 
what that phenomena may mean. Thus, it was acknowledged that through the process of 
horizonalization, or “the highlighting of ‘significant statements,’ sentences, or quotes that 
provide insight to how the participants experience the phenomenon,” the possibility for 
discovery is unlimited (Creswell, 2013, p. 82). Considering horizonalization from a CRT 
perspective supported the researcher in acknowledging the limitation of her ability to 
identify significant statements based on her unique intersectional perspective marked by 




number of significant statements that may be highlighted when placing diverse racial 
friendship at the center of the experienced phenomenon. 
Imaginative variation, also known as structural description, examined the setting 
and/or context that influenced how participants experienced the phenomenon (Creswell, 
2013). This stage was critical to respecting the diversity of participant experience. 
Feminist phenomenology and CRT endorse the importance of considering how the 
sociopolitical culture influences individual perspective, and further, how doing so is 
fundamental to understanding the lived experience of intersectional identities. In order to 
provide further context, imaginative variation also required the researcher to write about 
her personal experiences in relation to the phenomena (Moustakas, 1994).  
Participants 
 Interviewees.  Interviewees were eight adolescent high school students between 
the age of 14 and 17 who were part of a racially diverse friendship group. Participants 
were identified as being part of a racially diverse friendship group based on their answers 
to the demographic questionnaire (having at least three racial identities represented in 
their friendship group; see Appendix A).  
Recruiting Participants. The primary investigator recruited participants in the 
Denver Metro Area using purposeful, convenience, and snowball sampling.  Sampling 
was purposive due to participants having to be part of a racially diverse friendship group. 
The primary investigator recruited participants through her relationships with gatekeepers 
(e.g. parents, professors). Additionally, the primary investigator asked recruited 
participants if they knew of anyone who fit participant criteria and might like to 




participants and aimed to have an equal number of male and female participants in this 
study. Sample size was also considered; for a phenomenological study, Creswell (2013) 
suggests three to ten participants and Morse (1994) suggests six participants. Taking 
these guidelines into consideration, this phenomenological study had eight participants. 
Selected participants received a $20 gift card for their contribution to this study. 
Potential participants and their guardians who demonstrated interest and 
willingness to participate in this research study reviewed and signed assent and consent 
forms. Once assent and consent was granted, the participant filled out the demographics 
survey (See Appendix A). Based on demographic questionnaire results, participants who 
were part of racially diverse friendship groups were invited to participate in the research 
study.  
 Ethical considerations. It was critical to consider the ethical implications of 
collecting data from minor participants. The importance of building rapport with 
adolescents was crucial, since a power differential already existed due to the interviewer 
being viewed as an authority figure due to their age and association with the gatekeeper. 
The interviewer assured participants that their privacy and confidentiality would be 
maintained and explained the few instances when confidentiality could be breached due 
to the interviewer’s duty as a mandated reporter. The interviewer also explained 
participants’ right to share or withhold information. The interviewer introduced herself by 
her first name and requested that interviews take place in the absence of the consenting 
guardian so the researcher could maintain confidentiality and participants could answer 
questions freely. The researcher met participants at a secure location of their choosing. 




participants. Each location was in a secure, public space (e.g. a private room in a public 
library or at Morgridge College of Education). 
 Interviewer. The primary investigator served as the sole interviewer. The primary 
investigator is a 30-year-old White, Jewish, cisgender female working toward her 
doctorate degree in Child, Family, and School Psychology. She has experience 
conducting clinical interviews at numerous psychology training sites and has experience 
conducting research interviews through her qualitative research coursework and 
participation in a university research team. The interviewer has experience working with 
children, adolescents, and young adults. She has received training in clinical 
interviewing, particularly in the areas of establishing rapport and maintaining boundaries 
with the interviewee; she has also been trained to probe and offer support to those she 
interviews. The interviewer prepared a list of community mental health providers to give 
the participant if needed; no content shared in the interviews prompted the sharing of 
mental health resources with participants.  
Measures 
 Demographic Questionnaire. Eight adolescent high school students between the 
age of 14 to 17 completed a demographic questionnaire asking their name, current age, 
school grade, gender, racial/ethnic/cultural background, first language, e-mail address, 
and parent/guardian cellphone number. Participants also listed the first and last initials of 
their closest friends and provided the following demographics of their friends: gender, 
racial/ethnic/cultural background, age, grade, first language, the first place they met their 
friend, how long they have been friends, what types of activities they do with their friend, 




 Semi-structured Interview. Participants were audiotaped in one semi-structured 
interview (interview questions may be found in Appendix E). The interview protocol 
aimed to gather information about the participants’ experiences with their friends of 
racially diverse backgrounds and were expected to last between 60 to 90-minutes; 
interviews ranged from 17-minutes to 58-minutes. The interview protocol included 
questions that prompted participants to provide information toward prefigured foci and 
also, allows for emergent foci (Eisner, 2017); some questions prompted the participant to 
speak to the specific target of study (CH and ToM), while other questions allowed 
participants to speak about their general experience with racially diverse friendship. Per 
recommendation of the primary investigator’s research committee, the interview protocol 
began with “warm-up” questions about participant background to help build rapport and 
ease participants into the disclosing of personal experiences. The interview also aimed to 
gauge how the participants felt about participating in a research study and asked focused 
questions related to the participant’s cultural humility and ability to perspective take. The 
interview questions were developed with the support of the primary investigator’s 
research committee to be adolescent friendly and open-ended so that participants could 
elaborate on the phenomenon being studied without too much prompting. The primary 
investigator used the protocol as a guide and asked additional follow up questions as 
needed during the interview. 
The interview questions were influenced by two measures: the Theory of Mind 
Assessment Scale Interview (T.h.o.m.a.s.; Bosco et al., 2009), an interview protocol 
developed to measure “the idea of mind that each of us have” (p. 1) in adolescents and 




assess client perception of cultural humility. Interview questions were tested in a pilot 
study with three adolescent college students who identified themselves as having close 
friends who identify as racially different than themselves. In response to instructor and 
participant feedback, the primary investigator changed the questions, chiefly altering the 
language of the questions to be better understood by adolescents. For example, the 
question, “Do your friends have desires and do you know what they want? What sorts of 
desires do they have?” was commonly perceived as confusing. Participants asked the 
primary investigator to elaborate. The edited questions use age-appropriate language and 
are more direct. Thereafter, the primary investigator reviewed the interview questions 
with her dissertation advisor and dissertation methodologist and altered them to better fit 
the phenomenological approach. 
Procedures  
Demographic Questionnaire 
Eight participants between the age of 14 and 17 provided their name, current age, 
current age, school grade, gender, racial/ethnic/cultural background, first language, e-
mail address, and parent/guardian cellphone number. Participants provided the first and 
last initials of their closest friends and gender, racial/ethnic/cultural background, age, 
grade, first language, the first place they met their friend, how long they have been 
friends, what types of activities they do with their friend, and if they consider their friend 
supportive. The primary investigator looked for patterns and themes that emerged from 
the demographic data provided by participants. During interviews, participants shared the 




were used as a way to inform participant statements and gain a deeper understanding of 
participants’ school environment.  
Interviews 
Once participants were identified, provided their assent, and their guardian’s 
consent to their participation and the audio recording of interviews, the primary 
investigator interviewed the participant for 17 to 58 minutes. Interviews were held in 
person and audio recorded with Lyssn.io technology. The interviewer asked semi-
structured interview questions along with unscripted probes to gather in-depth 
information about the participant and their friendship experience. At the end of each 
interview, the interviewer asked for feedback and thanked the participant for their time. 
Finally, each participant was asked if they would like to review their transcript. If they 
stated that they wanted to review the transcript, the interview requested that they provide 
their e-mail. Four out of eight participants stated that they wanted to review transcripts. 
The interviewer sent a transcript to each participant who requested one but did not 
receive any participant feedback.  
 The interviews took place in person and were recorded and transcribed over the 
primary investigator’s University of Denver’s Lyssn.io account. Lysnn is an intelligent 
HIPPA-compliant, double encrypted system, which allows counselors to record, store, 
and review therapy sessions; provides session transcripts via automatic speech 
recognition, designed and tuned for psychotherapy; and the artificial intelligence takes 
the spoken language of therapy and evaluates it relative to specific fidelity benchmarks. 
This technology was made for psychotherapy research, and thus, enforces stringent 




record and transcribe all interviews and later, checked all transcriptions for accuracy. 
More information about Lysnn’s use in the MCE clinic can be found here: 
https://morgridge.du.edu/rolling-out-a-new-kind-of-therapy-with-help-from-ai/ 
The primary investigator checked all transcriptions for accuracy. Additionally, transcripts 
were sent back to the four participants who agreed to review their transcript for accuracy; 
the primary investigator did not receive feedback from participants regarding transcript 
accuracy. Identifying information was removed from all transcripts, including the names 
and school attended, in order to protect confidentiality. Further, each interview was 
assigned a code number and each participant was given a pseudonym in order to maintain 
confidentiality. 
During recruitment of participants, the primary investigator’s goal was to 
continue interviewing adolescents who had experienced the phenomenon until the data 
were sufficiently saturated. Saturation is interpreted differently by scholars; for the 
purpose of this dissertation study saturation was defined as “reaching the point where it 
becomes ‘counter-productive’ and that ‘the new’ discovered does not necessarily add 
anything to the overall story, model, theory or framework, (Strauss & Corbin, 1998, as 
cited in Mason, 2010, para. 9).” In additional to saturation, data were considered 
complete once the research questions were sufficiently answered. 
Epoché 
Expectations are beliefs that researchers form based on the pre-research that 
occurs before collecting data, such as the literature review and development of the 
interview protocol; biases are personal experiences, values, and opinions that make it 




the interview protocol and recorded the experiences she thought might interfere with her 
ability to analyze data objectively before analyses began; she also kept memos of her 
insights throughout data analyses (Moustakas, 1994). In answering the questions on the 
interview protocol, the researcher reflected on her experiences with diverse friendship 
and considered potential biases. In an effort to continually check researchers’ biases, the 
coding process involved ongoing reference to participant quotes. 
Phenomenological Reduction  
Horizonalization was the first step taken toward analyzing the actual data set. 
The researcher read and re-read all transcripts and highlighted significant statements 
among each participant. At first, each statement was viewed as having equal value; later, 
statements that did not relate to the topic and question and statements that were repetitive, 
were deleted, which was a step toward developing meaning units (Moustakas, 1994). 
The researcher recorded memos about emerging themes and the selection of significant 
statements. Meaning units were then clustered into themes, or common categories 
(Moustakas, 1994). As themes emerged, the researcher narrowed them down based on 
their significance to the research question. The researcher finalized core themes and 
meanings to develop textural descriptions of the experience, or the “what” of the 
phenomenon. 
Imaginative Variation 
In this stage, the researcher’s goal was to find possible structural meanings behind 
the textural meanings; this was done through the recognition of underlying contexts “that 
account for the emergence of the phenomenon” (Moustakas, 1994, p 99). For example, if 




researcher sought to learn more about the school and develop a structural description of 
the phenomenon related to that context. The structural description is considered the 
“how” of the phenomenon; structural descriptions examined the setting and context in 
which the phenomenon was experienced (Creswell, 2013).  
Synthesis of Meanings and Essences  
The researcher integrated textural and structural descriptions to be reflective of 
the essences and phenomenon as a whole (Moustakas, 1994). The essence of the 
phenomenon are commonalities amongst all participants experiencing racially diverse 
friendship. In this phase, the researcher synthesized all data to produce structural 
descriptions that captured meanings and essences of the phenomenon. 
Methodological Limitations 
Before absorbing the results of this study, is important to highlight it’s  
limitations. This study was qualitative and included a relatively small sample size, which 
limits the study’s generalizability. Demographic diversity of the sample was another 
limitation; six participants identified as White and two participants identified as POC 
(one participant was Black and one participant was biracial). The lack of racial diversity 
represented in the sample was a reflection of the demographic make-up of Colorado, the 
state where the study was conducted; lack of racial diversity may also be attributed to the 
majority of participants being recruited through University of Denver staff and faculty. 
According to the 2019 U.S. Census, 80.8% of Denver County residents were White-
identified; in this study, 75% of participants were White-identified. While age, gender, 
grade, first language, and racial background helped inform the study’s demographics of 




socioeconomic status, sexuality, religious affiliation, and household members would have 
helped provide further insight. 
Despite my effort to recruit a racially diverse sample, recruitment was more 
difficult than anticipated. I posted recruitment flyers at local libraries throughout the 
Denver metro area and asked high school teachers and SPs to share the flyer with their 
students; both of these recruitment methods were unsuccessful in recruiting participants. 
All participants were recruited via snowball sampling or through gatekeepers (relatives of 
adolescents who were graduate students, faculty, or staff at the University of Denver). 
Many researchers identify recruitment and retention of adolescent participants as the 
greatest challenge faced by qualitative researchers conducting research with this 
population (McCormick et al., 1999; Basset et al., 2008). Additionally, few participants 
recruited were actually part of the same racially diverse friendship group, which made it 
difficult to speak to racially diverse friendship group dynamics. Instead, the phenomenon 
of racially diverse friendship itself was studied throughout data collection and analysis.  
Engaging adolescents to participate in the interviews was another challenge I 
faced when working with this population. Some of the methods I used to aid in engaging 
participants were the reviewing of confidentiality, self-disclosing and revealing myself as 
an insider (someone who has experienced the phenomenon), expressing enthusiasm for 
participant responses, and summarizing and reflecting. Unfortunately, these methods did 
not always work in eliciting detailed responses. In their review of methodological 
challenges of interviewing teenagers as research participants, Basset et al. (2008) point 
out that “when adolescents could not be engaged in extended conversation, it became 




(p.123). I encountered this problem with a few of my participants; I asked open ended 
questions and was met with short responses or common responses like, “I don’t know” or 
“there is no difference” or “I can’t remember.” After providing numerous prompts, I 
sometimes found it difficult to continue on with open ended questions and became self-
conscious that my continuous prompting was beginning to irritate the participant. The 
variability in participant engagement was further reflected by some participants wanting 
to review the transcript and others expressing no interest in reviewing the transcript and 
not wanting to be contacted after partaking in the interview. 
All participants expressed interest in understanding the phenomenon, however 
each participant’s comfort level and/or ability to provide insightful, lengthy responses 
varied greatly. This variation appeared to have some correlation with participants’ stage 
of development as reflected in their age. For example, the lengthiest interview with the 
thickest data was provided by the oldest participant (age 17). Despite the variability in 
participants’ interview length, all data cumulatively was highly saturated, provided 
insight into the phenomenon of racially diverse friendship, and answered the research 




CHAPTER FOUR: Presentation of Findings 
This study explored the possible relationship between Theory of Mind (ToM) and 
Cultural Humility (CH) amongst high school students who are part of racially diverse 
friendship groups. The study’s aim was to gain a deeper understanding of diverse 
friendship, CH, and ToM in order to contribute knowledge to the field of school 
psychology with the hope that such information might inform their construction of 
counseling groups, build cultural awareness and tolerance in schools, help students 
develop social skills, and promote advanced social emotional learning. The following 
research questions guided this study: 
1. What are the peer relationship experiences of high school students who are part of 
racially diverse friendship groups? 
2. What do these high school students' social relationship experiences reveal about 
the meaning and essence of the phenomenon of diverse friendships and ToM? 
This study was a qualitative, phenomenological study that sought to describe “the 
common meaning for several individuals of their lived experiences of a concept or 
phenomenon” (Creswell, 2013, p. 76). I found this approach to be most appropriate given 
this study’s focus: racially diverse friendship groups.  
 Chapter Four presents findings that emerged from the data collected through 





friendship. Specific attention was paid to participants’ identities and environments in 
order to explore how their backgrounds and environments may have influenced their 
experience in racially diverse friendship groups. Before presenting textual descriptions of 
participants and themes that emerged from the data, I offer a personal intellectual 
biography, which includes my personal interest in and experience with diverse friendship. 
The “intellectual biography” serves as a key component of epoché, also referred to as the 
bracketing process. The purpose of the intellectual biography is to help capture my 
personal “form of wonder,” subjectivity, positionality, and acknowledge biases that may 
have influenced the data and analysis (Ahmed, 2006, p. 200; Moustakas, 1994).  
Intellectual Autobiography 
 My interest in researching racially diverse friendship is a direct result of my own 
experience as a member of a racially diverse friendship group. It is also important to 
acknowledge that throughout my childhood, most of my close friends were cisgender 
females who identify as White, Jewish, and heterosexual. I am a cisgender woman who 
identifies as White and Jewish and during graduate school, have also begun identifying as 
a queer, highly sensitive person (HSP; Aron 2013). As a compassionate and intuitive 
individual, I know that my desire and ability to form strong bonds with others is a 
personal strength. Reflectively, I also know that my limited exposure to individuals of 
diverse backgrounds as a child, contributed to the narrow thinking and viewpoint that 
dominated my adolescent mind. The suburban town I grew up in offered me the freedom 
and safety to be vulnerable, but also limited me in the types of people I was able to be 
vulnerable with. Similar to our identical suburban homes, the homogeneity of our racial 





some extent, I knew that people’s experiences, motivations, and feelings were different 
than my own, but it was not until I met my friends in college that I began to fully see how 
culture and identity impact people’s experiences. 
I value all of the friendships I have, no matter the individual’s racial background; 
And yet, the friendships I formed during my undergraduate education are the ones that I 
believe propelled my development in the areas of cultural humility and theory of mind 
the most. My closest friends in college identify as Taiwanese, Black, Korean, “mixed or 
half Black, half White,” Russian, and Ukrainian, and most of them identify as cisgender 
men and as gay. Fordham University at Lincoln Center was a place where it was cool to 
be unique; my friends and I were united by our love for celebration, eccentric 
personalities, and by the loyalty we shared. To them, I was the assertive White Jewish 
girl from long island who was quick to show affection and provide both solicited and 
unsolicited advice. From them, I learned about China’s oppression of Taiwan, heard 
stories about what it was like to immigrate to the US at age 6, and supported friends 
through their coming out. I learned about the specific cultural scripts that determine how 
my friends and their families express love. I developed a palate for new cuisine; I ate hot 
pot, Korean barbeque, and gained a new appreciation for new year’s eve. Within the 
unique culture of New York City, my friends and I created our own culture characterized 
by exploration and togetherness. Never before had my eyes been so wide open. My new 
sense of wonder led me to major in International Studies and as an adult, live and work 
abroad.  
I know my life would be very different if I had not met my friends and been 





my own experience. I have often wondered how my life would have been different if I 
was part of a racially diverse friendship group earlier on in life.  Additionally, as close as 
I am with my friends, I will never truly understand how they experienced our racially 
diverse friendship; I will never fully grasp how they experienced me and my wonder. It is 
more likely than not that each friend experienced me differently and on a spectrum of 
emotion. My hope is that they perceived me and my curiosity as endearing and as a way 
to connect. However, I also know that such curiosity can make people feel tokened or 
cause the inquirer to be perceived as ignorant.  
My love for diverse friendship and uncertainty about how the experience is for 
people from marginalized racial backgrounds is evident in my interpretation of the data. 
In interpreting results, I am mindful about my own passions, biases, and experiences. 
Most of all, I am mindful of my White racial background, privilege, and status as a highly 
educated individual. My wonder has led me to a project that investigates the experience 
of individuals who partake in racially diverse friendship earlier on than I did. While I 
have some envy for them, I also feel a natural curiosity about how others experience the 
phenomenon that I have come to so greatly value and identify with. Unsurprisingly, one 
of my first papers in graduate school was about the re-segregation of students by race in 
schools. I strive to learn how to support children in becoming kind, compassionate, 
culturally aware citizens of our world. Despite my concerted efforts to be objective, my 
hope to find that racially diverse friendship will contribute to their development in this 





Summary of Participants 
There were eight participants in this study who were recruited through my 
relationships with participants’ family members and through snowball sampling. All 
participants identified as being part of a racially diverse adolescent friendship group. 
Participants ages ranged from 14 to 17. See Table 2 for a description of participant 
demographics, which include age, gender, racial background, and the races represented in 
their friendship group.  The study’s participants included four cisgender male-identified 
adolescents and four cisgender female-identified adolescents. Six participants identified 
as White or Caucasion, one participant identified as Black, and one participant identified 
as Biracial.  Seven participants lived in the Denver metro area and one participant was 
visiting Denver from Georgia. Two of the participants were siblings and attended the 
same school and an additional two participants were friends and attended the same 
school. Pseudonyms assigned to the study’s participants were: Ebba, Makayla, Mary, 
Ben, Jake, Dave, Kim, and Luke. Brief descriptions for each participant are provided 
below to offer individual textual descriptions of each participant and their experiences. 
Textual descriptions help synthesize data to describe participants’ overall experience 
(Moustakas, 1994).  
Table 2 
Participants’ Demographic Information 
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(1) Ethiopian Black  
(1) Ethiopian, British, 
and Black 






(1) African American 
(1) Hispanic and 
Caucasian, (1) Hispanic, 






White Sibling of 
Luke 
(2) African American 
and White 
(1) Asian 





White Sibling of 
Kim 
(3) Mexican (1) 
Colombian 
 
Ebba. Ebba is a 16-year-old White cisgender female who is entering eleventh 
grade at a high school in the Denver metropolitan area. Ebba’s name is Swedish and her 





her to have “diverse friends.” Ebba appeared shy and soft spoken during our interview. 
Ebba was direct and concise in her response and often paused before responding, taking 
the time to be thoughtful about her answer. Ebba enjoys skiing, going to parties, and 
eating food with her friends. She considers two out of the four friends she listed on her 
demographic questionnaire to be supportive. These two friends listen to her problems and 
try and come up with ways to make her feel better. She shared that she enjoys spending 
time with her two close friends that are “not really” supportive but that she chooses not to 
lean on them when she is in need of comfort or guidance. She met all four of her racially 
diverse friends in high school and has been friends with them for one to two years. Ebba 
spoke about her two female-identified and two male-identified friends in her interview. 
One friend is Hispanic, two friends are Black and White biracial, and one friend is Asian 
and White biracial. Ebba’s racially diverse friends are ages 15-16. She described herself 
as a supportive friend and shared that the most difficult part of being friends with people 
of different races is hearing the way others sometimes speak to them.  
 Makayla. Makayla is a 14-year-old African American cisgender female who is 
entering tenth grade at a high school in the Denver metropolitan area. Makayla spent 
most of her life in California and moved to the Denver metro area with her sister and her 
sister’s wife in 2018. She listed her racial background as African American and during 
our interview shared that her family is Black and White and that she is curious about 
learning more about her Irish heritage. Makayla shared that she and many of her friends 
identify as being part of the LGBTQ community. Makayla plays track and basketball at 
her high school and shared that she is busy with many after school activities. She spoke 





commenting on how the schools she attended in California were more racially and 
ethnically diverse. Makayla shared that she is sometimes more careful about her choice of 
words when speaking to her friends of color because “certain things will upset them.” 
She is less concerned about offending her White friends because of their privilege and 
status. Makayla was frank when talking about privilege and very open about her own 
identities and how she perceives them impacting her friendships. She was warm 
interpersonally and easy to talk to. She met all four of her racially diverse friends at 
school but did not indicate whether friendships developed at school in California or 
Colorado. Based on the stories she shared about her friends it appeared that she selected 
friends from both regions. She reported being friends with her racially diverse friends for 
one to three years. Makayla identified the race of one friend as Mexican and White, one 
friend as Korean, White, and Mexican, one friend as Black, and one friend as White. The 
four friends listed are female-identified and ages 15-16. According to Makayla, her 
friends are supportive because they know how to help her get what she needs, are logical 
and helpful, always know what to say, and make her laugh. She shared that she and her 
friends hang out, take classes together at school, text, go to the mall and movies, have 
sleep overs, dance, and play basketball together. She called her friends and her mother’s 
friends her “chosen family” and spoke about the influence they have had on her openness 
to spending time with people of diverse backgrounds.   
 Mary. Mary is a 16-year-old White cisgender female who is entering twelfth 
grade at a high school in the Denver metropolitan area. Mary spent most of her life in 
Hawaii and moved to California with her father and siblings before entering high school. 





the arts. She described herself as an “open book” and a “good listener.” Mary expressed 
excitement over being able to participate in this study and spoke to the many differences 
between her and her racially diverse friends, both in Hawaii and in Colorado. She 
described her life in Hawaii as “a whole other world,” sharing that in Hawaii being White 
is a “minority” identity and that at school she learned Hawaiian history rather than US 
history. Mary listed five friends as her closest friends and shared that they are “family 
friends” who she has known for her “whole life.” The other friends listed are individuals 
Mary became friends with over the past 1-2 years in Colorado. Mary identified the race 
of one friend as Black and Hawaiian, one friend as Hawaiian, two friends as White, and 
one friend as Mexican. Three of the friends listed are male-identified and three are 
female-identified. The five friends listed are ages 15-17. According to Mary, three of her 
friends are supportive and two of her friends are “kind of” supportive. She said that she 
considers some of her friends supportive because they are good listeners, agree with the 
“rational decisions” she makes, and tells Mary the truth. Regarding the two friends Mary 
described as “kind of” supportive, she shared that they do not always listen to or respect 
her advice, and do not always support her decisions. Mary shared that she enjoys 
shopping, playing music, going to the movies, getting food, hanging out, having sleep 
overs, and going to the beach with her friends. 
 Ben. Ben is a 17-year-old Black cisgender male who is entering eleventh grade at 
a high school in the Denver metropolitan area. Ben spent most of his life in Florida and 
moved to Colorado with his mother two years ago. Ben met his racially diverse friends at 
school in Colorado through playing basketball or football. Ben identified the race of one 





White. The four friends listed are ages 16-18 and male-identified. Ben enjoys playing 
sports, going to Buffalo Wild Wings, and going to the movies with friends. Ben was shy 
during the first ten minutes of our interview but appeared to relax in his chair and provide 
more lengthy answers after some time passed. He made fun of one of his friends for 
always spending too much money on things Ben deems unnecessary, such as making 
their food orders deluxe or upgrading their movie tickets to IMAX. Ben put himself down 
for being an athlete, saying that his peers view him as less intelligent and that he believes 
it at times. Ben was thoughtful and insightful when answering questions and when I told 
him so, he smiled. He expressed feeling close to his mother and aunt, two women who he 
said work hard to protect and motivate him to be his best. 
 Jake. Jake is a 15-year-old White cisgender male who is entering tenth grade at a 
high school in Georgia. He lives with his mother in Georgia and was in Denver visiting 
his father over summer break. Jake shared that he loves science, playing video games, 
and running cross country. His favorite video games include card games and super smash 
brothers. He identified the race of two of his friends as White, one as Ethiopian Black, 
one as Ethiopian, British, and Black, one as Asian, and one as Latino. Two of Jake’s 
friends are female-identified and four are male-identified. The six friends listed are ages 
15-16. Jake has been friends with his closest friends for five months to 10 years. He 
enjoys running, playing video and board games, and discussing anime with his friends. 
Jake described his closest friends as being supportive, stating that they would back him 
up on anything, provide him with good advice, defend Jake if he needs it, and lend him 
aid when he is in need. When asked what “lending aid” meant, Jake shared that one of his 





schools and having racially diverse friends, expressing that being part of a racially 
diverse friendship group has been his “norm.”  
 Dave. Dave is a 16-year-old “Caucasian” cisgender male who is entering eleventh 
grade at a high school in the Denver metropolitan area. Dave listed Ben as one of his 
closest friends; he identified the race of one of his friends as African American, one as 
Hispanic and Caucasian, one as Hispanic, African American, and Caucasian, and one as 
Caucasian. Dave’s friends are ages 16-17, three are male-identified, and one is female-
identified. He has known his closest friends for one to seven years and shared that he met 
his closest friends at school or through playing sports. Dave and his friends enjoy going 
to the rec center, attending parties, and playing basketball and video games. He stated 
that he considers his close friends to be supportive because they treat him nicely, take 
things seriously, and are excited about Dave’s achievements, such as making varsity 
football. Dave referenced his mother and older brother often while answering questions 
and described his high school as accepting and welcoming to individuals of all 
backgrounds. 
 Kim. Kim is a 15-year-old White cisgender female who is entering tenth grade at 
a high school in the Denver metropolitan area. Kim’s father is a counselor and her mother 
is a special education teacher. She and Luke, a participant described below, are siblings 
and attend the same high school. Kim shared that she has attended a racially diverse 
school since elementary school but that she met her closest friends at the start of high 
school one year ago. Kim listed 6 people as her closest friends. She identified the racial 
background of two of her friends as African American and White, one as Asian, one as 





the mall, participating in gymnastics, and talking about things going on in their lives. 
Kim indicated that all of her close friends are supportive, stating that they are always 
there to talk and check in and are good listeners and helpful. Kim shared that she is very 
active in student senate at her school and that she hopes to become a social worker one 
day. Kim expressed loving her friends dearly and spoke with passion and vigor about 
racial and social justice issues that impact her friends, school, and larger community. 
 Luke. Luke, Kim’s older brother, is a 17-year-old White cisgender male who is 
entering twelfth grade at a high school in the Denver metropolitan area. Luke mentioned 
that a Spanish exchange student was living with his family over the summer and that as a 
result, he had been spending much of his summer break with other international students. 
Luke identified the race of three of his friends as Mexican and one as Colombian. Luke 
met his closest friends three to four years ago at school and through soccer. One of his 
friends is female-identified, three are male-identified and all are ages 17-18. Luke shared 
that he and his close friends usually go to lunch together, hangout out at each other’s 
houses, play soccer, basketball, go to the rec center, and talk. He considers all four 
friends to be supportive stating that they are loyal, trustworthy, personable, good 
listeners, and ambitious, always pushing Luke to be his very best. Luke shared that he 
would like to study business or political science in college. He commended his parents 
for their influence on his friendships and expressed much gratitude over the opportunity 
to participate in this study. Luke eventually accepted the gift card provided to him for his 
participation; however, he initially insisted on not taking the gift card stating that “these 






 To analyze data I primarily followed Moustakas’ (1994) phenomenological 
reduction which included (1) horizonalization, (2) meaning units, (3) clustering meaning 
units, (4) themes, and (5) textual descriptions of the experience. During the 
horizonalization stage, I read and re-read all transcripts from interviews to highlight 
significant statements among each participant and initially identified 234 significant 
statements. Each statement was viewed as having equal value and as I read over the 
statements, I removed statements that were repetitive or did not relate to the topic in 
question, racially diverse friendship groups, CH, and ToM. Throughout this process I 
kept memos about the emerging themes and significant statements while also assigning 
and updating meaning units as the analysis progressed. Initially, 44 meaning units were 
assigned to significant statements and later clustered together based on their relation to 
one another. Throughout this process I continued to delete meaning units and their 
significant statement counterparts if they were repetitive or unrelated to the topic in 
question. While continuing to revisit and shuffle around data, I began identifying words 
that spoke to the themes emerging from the clustered meaning units. Themes were 
narrowed down based on their significance to the research question and an effort was 
made to title themes with words directly stated by participants. 
The four essential themes identified in this study were (1) Similarities, (2) 
Contextual Influence, (3) Racial Consciousness, (4) and Perspective. I made great effort 
to title themes with words used by participants as a way to stay close to the data 
throughout interpretation; due to the complex conceptualization of certain themes, this 





participant word choice. Contextual Influence and Racial Consciousness are academic 
terms that best capture participants’ experience.  
Themes were interconnected and there was some overlap amongst all themes that 
emerged. Themes are discussed individually and later explored as a whole to define the 
essence of the phenomenon. Because themes are interconnected, some quotes and 
examples used in discussing each essential theme may relate to many or all of the 
essential themes. I made every effort to place each statement and anecdote into the 
essential theme that captured it best. 
Similarities 
“Birds of a feather flock together.” 
Proverb. 
The first theme that emerged from the data was Similarities, or the shared values, 
interests, and identities that united participants with their friends of racially diverse 
backgrounds. Toward the end of our interview I asked Makayla if there was anything else 
I should know about her friendships with individuals of diverse racial backgrounds. 
Makayla said, “there’s things about us that are similar. Like a lot of my friends identify in 
the LGBTQ community like I do, so like…there’s that but nothing racial.”  Ebba 
indicated that she and her friends like to ski together and “try different foods and 
different activities.” Mary said that she met most of her friends of racially diverse 
backgrounds growing up or from being “interested in art, drawing and music.” Kim 
shared that she and her friends “all like sports. Most of my friends are gymnasts of some 
sort.” Six participants (Makayla, Ben, Jake, Dave, Kim, and Luke) indicated that they 





hang out with a lot of athletic people and some of the people that don’t like sports mostly 
play games and stuff. And I don’t play a lot of games so we’re not as close.”  
 All participants shared that they met some or most of their racially diverse friends 
at school. Aside from their differing racial backgrounds, racially diverse friendships 
formed and developed over a period of time wherein participants engaged in common 
interest activities with their friends. Identities outside of race were deemed just as or 
more important than racial identities when it came to discussing how participants came to 
meet and bond with their friends. Aside from similar interests, some participants shared 
that they and their friends of diverse racial backgrounds share similar morals and values. 
“We care deeply, we could care deeply about someone that we don’t even know and like 
really feel, not what they feel, but like that they’re feeling sad or feeling happy,” Kim 
shared. Ben also stated that he and his friends share similar morals and values: “I mean 
we’re all, like most of my friends what we have in common is like we all like think of 
things, we know what’s right from wrong basically.” Overall, the similar interests, 
identities, and values shared by participants and their friends provide a backdrop for the 
racially diverse adolescent friendship experience. When absorbing the themes that follow, 
it is helpful to consider the interests and identities that bring participants and their friends 
together. The racially diverse friendship adolescent experiences described were formed 










“Our environment, the world in which we live and work, is a mirror of our attitudes and 
expectations.” 
Earl Nightingale. 
 The second theme, contextual influence, helps capture how the stories participants 
shared are influenced by their family, school experience, and the current political climate; 
each domain impacts their racially diverse peer relationship experience. Contextual 
influence is discussed in the following subthemes: family, school experience, and 
political climate. 
 Family. Family contextual influence was constituted by family members’ racial 
identities, family friends, and family attitudes. Makayla referred to her friend group as 
her “chosen family,” differentiating them from her biological family and citing how her 
family and her mother’s friendships with racially diverse individuals have influenced her: 
My family, like my blood family, is just Black and White so like I always know 
those…like how to react and how to act around those people. But then my chosen 
family, like my close friends and stuff and like my mom’s close friends and stuff, 
they’re Filipino and Mexican, so that made me more open to hanging out with 
those kind of people too. 
Makayla shared that her exposure to individuals of racially diverse backgrounds through 
her family have influenced her openness and understanding of individuals of multiple 
racial backgrounds. Similarly, Ben shared that growing up with an aunt who “has a lot of 
different friends from racial groups” has influenced his perception of being friends with 





people and like having such good relationships with them, it kind of makes me think 
about stuff like, oh that’s pretty cool.” 
 Mary shared that growing up as a “minority” in Hawaii and having a step-mother 
who is Black-identified “definitely normalizes [racially diverse friendship] a lot more, 
like you know I feel like I can, not connect, but you know, just be more comfortable 
making friends of that race,” referring to making friends with Black-identified and Asian-
identified individuals.  
While some participants shared that their racially diverse friendships were 
influenced by their family’s racial identities and friendship experiences, some 
participants shared how their family’s expressed (or unexpressed) opinion toward people 
of different racial backgrounds than their own influenced them. Dave stated, “My whole 
family never talked about race, never even mentioned any differences in race and stuff, so 
it just made me think that everyone was just like the same race basically. Like there’s no 
difference.” Jake stated that his mother “definitely influenced [my racially diverse 
friendships] a lot because she’s always like telling me everybody’s equal and always treat 
them with the same respect.” Ebba stated that her parents actively encouraged her to seek 
out friendships with individuals of different racial backgrounds than her own. She stated, 
“My dad always told me when I was younger that I should have more diverse friends and 
I shouldn’t be in like one certain group so…I branched out.” 
 Participants shared that their family’s view of race as an important or 
unimportant identifier influenced their view of racial diversity and as a result, their 
racially diverse friendships. Some families endorsed concepts such as colorblindness, 





and seeing others as the same as themselves. This idea is in line with the concept that 
Jake shared: “everybody’s equal.” Although such approaches are often taught with good 
intention, not seeing difference may deny people of their right to access what they need to 
be successful, which is likely different based on their specific background and multiple 
identities. How families conceptualize and value race and racial difference impacted how 
participants viewed and valued race. Despite the variation in participants’ family 
experiences, family racial identities, family friends, and family attitudes played an 
important part in participants’ racially diverse friendship experiences.  
School Experience. In addition to family influence, participants shared how their 
school experiences impact their friendships with racially diverse individuals. Participants 
highlighted how racial representation at their school, racially responsive curriculum, and 
school personnel bias helped to define their racially diverse friendship school experience. 
Table 3 highlights the racial representation and diversity score of each participants’ 
school. The diversity score is calculated according to “the chance that two students 
selected at random would be members of a different ethnic group. Scored from 0 to 1, a 
diversity score closer to 1 indicates a more diverse student body” (Public School Review, 
2020). Table 3 serves as an extension and validation of participants’ comments about 
racial representation at their school. It is noted that only six racial categories are 
represented by the chart, which does not fairly represent the multiple racial and ethnic 
identities present at participants’ schools. For the purpose of this study, Table 3 helps 
deepen our understanding of participants’ school demographic makeup and sheds light on 







Racial Representation and Diversity Score of Participants’ High Schools (2017-2018) 
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Note. Data presented in table was retrieved from Public School Review (2020). The racial 
categories used by Public School Review (2020) have been abbreviated. AI = American 
Indian; As = Asian; Hi = Hispanic; Bl = Black; Wh = White; 2+ = Two or more races. 
Scored from 0 to 1, a diversity score closer to 1 indicates a more diverse student body. 
Jake shared that he has attended racially diverse schools over the course of his 
lifespan. Compared to the other seven participants, Jake’s high school in the Atlanta 
Metro Area was regarded as the most diverse (see Table 3). Referring to his racially 
diverse friendships, Jake said, “I don’t know if I’ve ever really appreciated it or liked it 
‘cause I’ve always just had it, so that hasn't been really different.” Compared to the other 





Success High School ranks the seventh most diverse school in Colorado, where the 
highest diversity score is .76 (Public School Review, 2020). Luke, who attended 
elementary and middle schools that were “mostly White and Hispanic,” highlighted that 
all of his racially diverse friendships formed in high school where there were “just like a 
lot of nationalities represented.” Luke’s sister, Kim, who attends the same high school, 
stated, “I think there’s like a hundred and something different countries represented and 
so there’s people from all over with all types of stories and backgrounds and a bunch of 
different languages.” According to Jake, Luke, and Kim, attending schools where many 
racial and cultural identities were represented greatly contributed to their participation in, 
and perception of, racially diverse friendship.  
Aside from racial representation at school, participants spoke about how racially 
responsive curriculum offered at their schools impacted their conversations and thoughts 
about race and racial friendship. Ebba shared, “my friend takes African American history 
so we have conversations about that sometimes. If he wants to express an idea he heard in 
class I’ll listen to him.” Kim shared that she takes a “student senate class” where she and 
her classmates discuss topics related to “racial issues and topics in the community.” She 
shared that her teacher showed 13th, a documentary that explores the intersection of race, 
justice, and mass incarceration in the Unites States, and that some of the White students 
in her class were being “disrespectful” and “not taking it seriously and playing games on 
their computer.” Kim shared that she was really upset by their behavior and explained: 
I just wanted our teacher to be like, ‘why are you disrespecting this very 
important documentary about a very important topic?’ We should really be paying 





how history repeats itself, that’s how things get worse ‘cause we’re the next 
generation and you have to listen. It’s out of respect too ‘cause there’s people in 
your classroom that will suffer with this problem and in your school who will be 
impacted by this, if they’re not already. 
After class, Kim shared that she and a friend who is biracial spoke about how upset they 
were about the students’ disrespectful behavior. Kim stated: 
[My friend] was like, ‘yeah, that’s really disrespectful.’ And she was talking and 
told me about a time where like her dad got pulled over and first asked if like that 
was his car and that was the first question he got asked and like, that doesn’t 
happen to White men. That doesn’t happen to my dad. 
Other participants commented on how school personnel bias made them more 
aware of discrimination experienced by their friends. Luke shared that his Colombian-
identified friend expressed: 
He wasn’t being played enough last year because he thought coach was like kind 
of being racist and only playing the White kids on the team…and my other 
[Mexican-identified friend] felt the same way too. I could definitely see that they 
were sad. 
Luke stated that he knew his friends were feeling discriminated against and feeling upset 
because they told him after practice. Jake shared that an Asian-identified friend “felt 
uncomfortable when he missed a question and the teacher was like, ‘come on, you’re 
Asian, you’re supposed to be smart.’” Jake said he knew his friend was uncomfortable 
because “he looked it” and was “complaining about the teacher.” Jake and Luke both 





things like, “that’s really sad” and “wow, that kind of sucks.” Their friendships with 
people of color (POC) and their friends’ experiences in school provided real life context 
for how individuals are treated differently based on their racial identity. During such 
instances Luke and Jake expressed their concern and also acknowledged that although 
they share the same environment, their friends’ experiences are different from their own 
due to their marginalized racial identities. The contextual effects of racial representation 
at school, accessibility to racially responsive curriculum, and awareness of school 
personnel bias influenced participants’ racially diverse friendship experiences and 
provided them with learning opportunities that are not often captured by mainstream US 
curriculum. 
 Political Climate. The third subcategory of contextual influence, political 
climate, captures how participants’ racially diverse friendship experiences were shaped 
by the political climate that dominate U.S. culture. Specifically, participant statements 
demonstrated how Liberalism and Trumpism influenced participants’ personal and 
racially diverse friendship experiences. The ways in which participants and their friends 
identified with and related to the political climate influenced how they interpreted and 
related to their friends’ behaviors and experiences. According to Luke, he and his family 
have travelled the world and experienced countries and cultures outside of the U.S. Luke 
shared that his parents have influenced his participation in racially diverse friendships 
because of their worldly experiences but also because they are “liberal.” Luke stated, “I 
just feel liberals have more…I wouldn’t say understanding of other cultures, but they’re 
open to other people and helping other people and you know, taking immigrants in 





When I asked Dave about a time he and a friend of a different race disagreed on a 
racial issue, he shared that his Mexican-identified friend was supportive of Trump and 
that he is not. Dave shared that he was unsure why his friend liked Trump and that he and 
his friend had a debate about their difference of opinion. Dave’s friend liked Trump’s 
approach to supporting the middle class and when I asked Dave how he and his friend 
resolved their differences, he replied: 
We didn’t really resolve it. But we just had like a good argument and I proved my 
point and I mean, ‘cause I was trying to tell him that he was racist. And I showed 
him this video and he kind of believed me and started to see what I was talking 
about. 
When I asked Mary the same question she said, “I think it was something about 
the wall and how I thought that it could be a positive thing, like just more security and 
stuff and [my friends] were like, ‘that’s horrible, like how could you think that?’” When I 
asked how this conversation ended, she said that she listened to them and became quiet. 
Mary added, “I never really would confront them about it or anything cause you know, I 
just don’t want to cause my friends to be upset and make a scene.” The polarization of the 
current political climate influenced participants’ distinct attitudes aligning with either 
Trumpism or liberalism, two camps of thought that often oppose one another. Such a 
climate influenced participant opinions and conceptualization of racial issues and also 
impacted the types of interactions they had with their friends of different racial 
backgrounds and/or political beliefs. 
 Contextual influence was captured by participant statements that reflected how 





friendship experiences. Contextual influence not only helps to categorize varying 
participants’ experiences, but also provides valuable information about how their 
experience in racially diverse friendship groups vary. For some, friends are family. 
Others did not talk about race because they and their families do not see racial 
differences. Some participants are used to having racially diverse friendships and others 
began forming friendships with individuals of different racial backgrounds in high school 
for the first time. Political climate may unite or divide participants and their friends. 
Contextual influence impacts racially diverse friendship and also contributes to the 
cultural context in which racially diverse friendship exists. This layer of culture provides 
participants with information about their world and further, the worldview of their 
friends. 
Racial Consciousness 
“Freedom is no fear.” 
Nina Simone. 
 Racial consciousness was the third theme that emerged from the data as essential. 
This theme captures how participants’ consciousness of racial identity determined their 
behaviors and beliefs. Rooted in their awareness of racial difference, racial consciousness 
highlights how participants interpreted the emotions, beliefs, thoughts, and motivations of 
their racially diverse friends. This essential theme is demonstrated through participant 
quotes that echoed sentiments of freedom and fear. Some participant statements were 
multifaceted in this way and were denoted by both freedom and fear. 
Since race is a social construct created to maintain the order established by White 





that he has a “target” on him because he is Black. He shared that sometimes, a few of his 
friends steal small items at the convenience store and that he would never engage in such 
behavior because “I have a target on me because of my skin color and anything that I do 
could get me in way more trouble than any of my White friends.” He added, “when they 
tell me stuff like that I’m like, ‘just don’t tell me ‘cause I don’t want to be a part of that.’” 
Ben highlighted how White privilege allows his friends to access a certain freedom that is 
inaccessible to him due to the color of his skin. Ben also shared that his mother is “really 
strict,” and  does not allow him to stay out too late or engage in certain activities. “I know 
my mom would kill me if I got in trouble or like I didn’t come home or anything. My 
mom would be worried and stuff,” Ben stated.  
Makayla shared how her identity as a person of color influences her racially 
diverse friendship experience, particularly in the way she expressed her White friends’ 
disregard of racial profiling by the police. “Some of my friends, like my Irish friend she’s 
White, so she didn’t understand. She’s like, ‘oh cops are just cops there’s not a problem.’ 
I was like, ‘Mmmmmm, there’s a pretty big problem there.’” Makayla and Ben both 
discussed how the freedoms associated with being White impact the ways in which they 
view and interact with their friends and their greater environment.  
When asked about how she feels discussing topics related to race with friends, 
Makayla said: 
I’m more careful with my Asian friends and my Black friends and stuff like that 
because I know that certain things affect them like certain things I can’t say 
because it’s just different. There’s certain things that will upset them and certain 





much because they shouldn’t be getting offended by certain things because 
they’re like a lot more privileged.  
In this case, Makayla is “careful” about what she says to her friends of color out of 
respect for them and their differences. When it comes to racial topics, she feels free to say 
what she pleases to her White friends due to the privileges they enjoy. Further, Makayla’s 
statement indicated that she perceives her White friends’ emotional states as 
unremarkable or insignificant when it comes to racial discussions.  
Racial consciousness described by White participants varied according to their 
reported lived experience. When Dave was asked about what he especially appreciated 
about his experience in racially diverse friendship groups, he replied: 
I like being friends with them so that they don’t feel alone ‘cause like I said 
there’s not as many people of color at [my school]…it feels good to be friends 
with someone like that because a lot of times people in that situation they can feel 
alone and like nobody knows. 
Ebba shared that there were no differences in her friendships with individuals of other 
races versus her friendships with individuals of her same racial background. “I don’t 
really see color in my friends, I just see their personalities and if I like their personality 
then I’ll be friends with them,” Ebba said.  
Mary shared that her Black-identified friends expressed their disappointment over 
the film Black Panther’s (2018) use of Black stereotypes. Mary told me that she 
disagreed with her friends stating, “I just don’t want to be rude by saying it but I feel like 





put a grudge on everything.” When asked, she stated that she did not share her difference 
of opinion with her friends and instead “laughed along.” 
Dave, Ebba, and Mary’s statements relay how they are conscious of the racial 
dynamics in their relationships. Dave expressed that being friends with POC is helpful to 
them and helps his friends of color feel less alone; in part, Dave’s statement is a direct 
result of the freedom he experiences as a White person. Dave’s statement expressed 
attitudes captured by the White savior complex (Cole, 2012). The White savior complex 
is based on the idea that a White person’s actions to help POC are self-serving and also 
indicate that POC need to be saved. A common view captured by the White savior 
complex is that White-identified people have the capability of saving POC due to their 
White privilege. Colorblind racism is a concept that may ignore important racial 
differences and social privilege and as a result, promotes racial inequality (Carr, 1997). 
Ebba’s statement about not seeing color in her friends is in line with Carr’s (1997) theory. 
Such a position is thought to ignore the very real discrimination that exists against POC. 
White-identified people can benefit from the erasure of race in this way because they 
have the privilege of not having to live in fear of being discriminated against on a daily 
basis. In turn, not seeing racial differences only further oppresses POC due to their race 
being viewed as insignificant in a society that has built entire structures and systems 
around its very significance. Mary’s statement about how her friends “put a grudge on 
everything” invalidates their oppressed histories and indicates that her friends should 
move past racism still occurring today. Mary’s reaction of laughing along and not stating 
her difference of opinion was motivated by a fear that doing so would make her friends 





to avoid upsetting POC and also, to prevent entering conversations that may cause them 
to feel uncomfortable (DiAngelo, 2018). Dave, Ebba, and Mary’s statements captured 
their thoughts and ideas about race and how their perceptions of race affects their 
relationships with friends of color. 
Other concepts expressed by White participants were White fragility and White 
guilt (DiAngelo, 2018; Katz, 1978). Luke shared that he experiences White guilt related 
to the benefits he reaps from White privilege: 
I do kinda feel guilty to be White because we get privileges and it’s not fair. Why 
should we get privilege just because of our skin color? Everyone else, they’re 
humans too. Why don’t they get this privilege that we do? 
Luke’s sister, Kim, shared similar sentiments about racial privilege; she shared that her 
awareness of her privilege motivates her to discuss race with her White peers. Kim said 
that she is careful about how she talks to her White friends about their privilege, stating 
“it’s kind of hard…I don’t want to make them feel bad.” Ultimately, Kim usually 
“checks” her friends’ privilege by addressing the topic in groups and making general 
comments such as, “we are really fortunate and have a lot privilege that we didn’t earn.”  
Kim expressed the importance of discussing racial consciousness with her White-
identified friends despite the freedom they share in not having to consider or discuss race 
as a means for survival, as POC do. Kim’s approach to discussing privilege with her 
White-identified friends was motivated by a general desire to keep things cordial and 
avoid making her White-identified friends feel uncomfortable. Kim’s approach serves as 
a protection for her and her White-identified friends and is an example of the discomfort 





Racial consciousness spoke to the norms and subtle nuances of friendship 
dynamics between participants and their racially diverse friends. All of the participants 
shared their curiosities about their friends’ racial backgrounds. Nearly all White-
identified participants shared that they had not and would not ask their friends questions 
about their racial backgrounds and culture.  When asked to share some 
questions that Ebba has about specific races that her friends identify with, Ebba said:  
I guess sometimes I wonder what it’s like to be in situations that they’re in 
because like I can’t be in them because of my race…Just like how they feel on 
like a regular basis. Just like how they feel when they see cops or how they feel 
when people talk to them differently. 
Ebba then shared that she had not asked her friends about how their race impacts them on 
a “regular basis…when they see cops or how they feel when people talk to them 
differently” because “it’s not really my place to wonder what bad things they go 
through.” She went on to talk about how the privilege associated with her own White 
identity prevents her from asking such questions. When I asked her, “do you feel like 
asking would be burdensome to your friends of different races?” Ebba said yes and chose 
not to elaborate on the topic; she appeared uncomfortable talking more about her reasons 
for holding a strong boundary related to asking such questions. 
When I asked Mary about a time she and her friend of a different race had 
different opinions about a racial issue, she shared that on the day Trump was elected she 
joined her friends protesting his presidency outside: 
I had like a couple of close friends and they’re Black and you know, my dad loves 





there’s reasons to like him and reasons to not’…but my friends were just so riled 
up about it and you know, like I would never really confront them about it ‘cause 
it’s definitely like a sensitive subject and I don’t want to cross any boundaries and 
stuff. 
Responding to the same question, Jake stated that he would not express curiosity about 
his friends’ racial backgrounds and cultures, such as asking one of his friends about their 
Ethiopian culture, because “if they want to talk about it then they should be the ones that 
say it… I don’t want to like make them feel uncomfortable.” Kim stated that she would 
further explore her curiosity about her friends’ culture and its influence on their family 
dynamics “if it came up. I don’t wanna like overstep or like…I don’t want to be that 
person who is like, ‘oh you have culture so tell me about it.’” Another participant, Dave, 
stated: “I wonder how it feels to be a Black person that’s stereotyped into playing sports 
and stuff.” When asked if he had or might ask his Black-identified friends about this he 
said, “I never ask them about those types of things and they never give their opinions on 
those types of things. They’re kind of secluded about those topics.”  
 Ebba, Mary, Jake, Kim, and Dave expressed that asking their friends about their 
racial experience would be burdensome, cross a boundary, make their friends 
uncomfortable, token them, or go against their seclusion about such topics. Due to their 
fear of othering their friends of color, Ebba, Mary, Jake, Kim, and Dave do not ask their 
friends of diverse racial backgrounds about their race and culture. By avoiding topics of 
race, White-identified participants help maintain the current climate dictated by a White 
culture of avoiding conversations about race. In their effort to show respect to their 





do not exist. White comfort is an extension of White privilege; POC are unable to benefit 
from White comfort in the ways that White-identified individuals do. Therefore, 
maintaining White comfort avoids and often ignores racial differences and reinforces 
colorblindness. 
Luke explained how his feelings regarding talking about race with his racially 
diverse friends changed over time:  
First, you know, it’s like everything you say, that you think about, what you say, 
you want to be careful, you know? You don’t wanna like offend them at all. But 
yeah, now that I’ve been friends with them for longer…me and my friends are 
open about everything. 
Luke’s initial feelings of discomfort dissipated over time as he became closer with his 
friends of color. In time, Luke felt comfortable talking about race with his friends which 
provided him the freedom to ask them questions about their racial experience. Luke’s 
reported experience demonstrates the malleability of racial consciousness. 
Kim and Luke provided examples about how their privilege impacts their 
individual experience and how their friends’ lack of privilege changes the way they 
behave and view the world. Both of them referred to a group of students at their high 
school as the “White kids.” Kim described them as “very ignorant on what they say and 
just not aware of what they’re doing to respect other people.” Kim and Luke, both White, 
do not consider themselves to be “White kids” and differentiated themselves from the 
“White kids” clique at their school. According to Kim and Luke, one distinguishing 





the White kids are only friends with White kids and do not present as adolescents who 
care about issues related to race. 
 Racial consciousness speaks to participants’ awareness of the subtle nuances of 
culture and racial dynamics occurring between participants and their racially diverse 
friends. The physical, emotional, and mental parameters that were established by 
participants provided information about their racial awareness and how they understand 
their friends’ behaviors, emotions, beliefs, and motivations. Freedom and fear are central 
to the theme of racial consciousness. Freedom and fear determined how participants 
approached interactions with their friends of racially diverse backgrounds and also 
friends of their same racial background. Understanding participants’ statements within 
the context of freedom and fear highlights how the two emotional states motivate 
participant behavior within the context of racially diverse friendship.  
Perspective 
“We do not see things as they are, we see things as we are.” 
Anaïs Nin. 
 As emphasized in chapter two, ToM is a necessary component of perspective 
taking. Perspective, the fourth and final essential theme that emerged from the data, 
captures the essence of racially diverse friendship in adolescence. All participants 
expressed the kinship they share with their friends and how participating in this research 
study provided them with space to reflect on their racially diverse friendship experiences. 
When I asked each participant what it would be like if all of their friends were the same 





just kinda be closed minded and like not know, not have different perspective and not 
know what the real world is actually like.” 
 Ben shared that his Saudi-Arabian-identified friend who he described as “tough” 
was upset because students in her class told her that she was “gonna blow [them] up.”  
I just seen her crying one day and I knew something was wrong with her. I found 
out later some kids were messing with her and like usually when someone messes 
with her she comes back at them but this was just a different time. I was like this 
must have been something very, very serious. 
Ben asked his friend what was wrong and gained perspective on her experience, learning 
about the instances of discrimination she faces. 
Many participants talked about how their understanding of their friends’ affective 
and mental states influenced the way they interacted with their friends. Ben shared that he 
shows his friends of racially different backgrounds respect by not calling his friends 
“things that other people call them.” Ben’s understanding of how the actions and 
behaviors of others influence his friends’ emotions contribute to how he acts and behaves 
with friends. Similarly, Dave acknowledged that the way he behaves and interacts with 
friends is based on his understanding of his friends’ thoughts and feelings about trusting 
others. He shared that the relationship boundaries between him and his Black-identified 
friends are dependent on trust and that to earn trust he “[doesn’t make] jokes about race 
because obviously there’s a lot of racism still in the world and so that’s where their lack 
of trust comes from.” Dave shared that he perceives his friendships with his Black 
identified friends as being “a lot about trust…and it takes a longer time for them to trust 





When I asked Makayla about a time her friend of a different race had an opinion 
about a situation or issue Makayla shared that one of her friend’s was annoyed over 
“Mormons bringing drugs into America.” When I asked how she knew her friend was 
annoyed, Makalya stated, “she like gave me this look and like we think the same usually 
and I feel like sometimes she can read my mind and I can read hers. So like, I just knew 
what she was thinking.” When pushed for details on the “look” her friend gave her, 
Makayla stated, “it’s like a side eye with a lip thing.” Makayla’s statement conveyed her 
understanding of the emotions behind her friend’s body language. Makayla’s statement of 
the two friends “[reading each other’s] minds” indicate that the two friends often 
understand the emotions, beliefs, and motivations behind one another’s actions and 
behaviors. 
Jake shared that he knew his Black-identified friend was upset and scared after 
returning from a warm-up before a race. “He went by a house with a confederate flag so 
he was like, ‘I was scared I was gonna get shot.’” Jake stated that he was shaken up by 
the incident and felt worried for his friend. This example of the ever-present threat that 
Jake’s Black-identified friend faced during a cross-country warm up provided context for 
Jake to gauge how his friend felt after passing a confederate flag.  
The ways in which participants spoke about their understanding of their friends’ 
affective and mental states and how their friends’ thoughts and feelings were connected 
to their experiences capture participants’ ToM abilities. In most cases, participant 
statements that were closely related to ToM were also connected to participants’ 





racially diverse friendship experiences may be unique to their experience in racially 
diverse friendship.  
Mary shared that she convinced her friends of color to join her at the beach with a 
different group of friends despite them expressing that they did not want to. Admitting 
having blind spots, Mary stated, “I feel like sometimes they’ll be uncomfortable about 
something that I don’t understand why they’re uncomfortable about.” After their beach 
day, Mary asked, “Do you know why Laura (pseudonym) was being like that?” Her 
Black-identified friend responded, “I heard someone talk about how she’s not cool with 
Black people and stuff like that.” Mary shared that she was surprised and upset to learn 
about Laura’s prejudice. Her racially diverse friendship experience provided her with 
context that broadened her perspective. 
Kim shared that she relates and connects with her friends of racially diverse 
backgrounds by staying open to their feedback about her behavior; Kim’s culturally 
humble approach to her racially diverse friendships is ever-present through her openness 
to feedback and her desire to self-reflect on how her behaviors and actions impact her 
friends. In fact, her cultural humility influenced the way she was willing to speak about 
race with me during our interview. When asked about a time she and a friend had 
different opinions about a racial issue, Kim said: 
If you’re talking about a different race I can’t say that I’m ever right because I 
don’t have experiences that they do and I can’t speak for other people because I’m 
not put in their position. And so I usually don’t like say, ‘oh you’re wrong,’ 





Kim’s statement indicates that she does not view herself as an expert on race or racial 
issues. She values openness and collaboration when it comes to gaining understanding 
and perspective and her cultural humility is manifested in her self-reflection 
Luke expressed sentiments regarding the perspective he has gained through his 
racially diverse friendship experiences: 
I feel like the friends that come from ethnic backgrounds are more aware of the 
world versus the friends I have who are White. They kind of don’t see the bigger 
picture or maybe they haven’t faced adversity…I’ve gained a lot more empathy 
and saw the world differently. It’s hard enough to get absorbed in our own bubble 
here in America. We think like everyone has this happy life and you’re going to 
school and you come home and you eat food and you have good parents to 
support you, you know? Yeah, it’s definitely not like that for everyone. I guess I 
didn’t really see that before. 
When discussing her best friend, Kim stated “she’s always saying ‘I don’t feel like I fit in 
anywhere because I’m half African American half White. She just never feels like she fits 
in and I could feel like I don’t fit in but that’s not because of my race.” Kim and Luke’s 
worldviews are broadened by their understanding of oppression through their racially 
diverse friends’ experiences. Kim is able to identify that not fitting in due to one’s racial 
background is very different from not fitting in due to another identity or characteristic. 
Her differentiation affirms what colorblindness attempts to erase; it acknowledges that an 
experience, such as not fitting in, is different for a POC due to their racial identity and 





through cognitive and empathetic understanding, rather than through the view that she 
and her friend share the same experience, demonstrates her ability to perspective take. 
Kim’s racially diverse experiences have not only broadened her perspective and 
thinking, but have also contributed to the way she feels, behaves, and acts: 
I wouldn’t know about these topics, about racial issues, if I didn’t have friends 
with racially different backgrounds. I wouldn’t be as passionate about it because 
these are people I care about so much and who have been there for me through 
everything. I don’t want them to get hurt so then I care about standing up for 
them.  
The intimacy Kim experiences in her racially diverse friendships contribute to her 
racial consciousness and promote perspective, resulting in a desire to act and behave in a 
way that is protective of her friends and their experiences. Participants indicated that their 
experience in racially diverse friendship influenced their view of race, friendship, and 
racial issues. Thus, these viewpoints help determine the ways in which adolescents in 
racially diverse friendship groups conceptualize race, view their role in racially diverse 
friendship, and how they perceive their friends’ experiences, thoughts, and feelings. It is 
clear that participants’ ability to relate to others through cognitive and empathetic 
understanding was broadened by their racially diverse friendship experience. Perspective 
is informative for our understanding of participants’ ToM, empathy, and CH 
development. 
Textual Description 
 The texture of “what” adolescents experienced in their racially diverse friendship 





The theme of Similarities highlights the root of how racially diverse friendships were 
established and maintained. Despite participants’ difference in racial and cultural 
backgrounds, they shared similar interests and generally enjoyed doing activities with 
their friends. Participants expressed the love and appreciation they had for their friends 
and how it was the close connection and bond that they shared that they treasured most. 
Participants also stated that they and their friends hold similar values, such as empathy 
and trust. Similarities lay the foundation for the social connection and friendships 
adolescents reported experiencing with their friends of different racial backgrounds. 
 Racial Consciousness also contributed to the texture of participants’ reported 
experience. Racial consciousness was reported as essential to guiding what types of 
conversations were had amongst friends and how participants and their friends’ 
relationship to fear and freedom influenced their behaviors, experiences, and friendships.  
Participants’ understanding of race’s impact on their identity and the identity of their 
friends and the actions associated with their understanding was determined by their 
internalization of fear and freedom. The parameters that define how individuals interact, 
confide, and relate to one another, were influenced by both racial consciousness and 
perspective. Racial Consciousness provides textual descriptions for how participants 
perceived the way their friends of different races wanted to be treated. It expresses the 
unwritten guidelines that individuals establish and perceive based on their comfortability 
and established relationship dynamic.  
Perspective speaks to participants’ ability to relate to their friends through 
cognitive and emotional understanding Perspective evoked much emotionality from 





reactions, acknowledgement, and incorporation of their friends’ experiences into their 
personal viewpoints. Perspective contributes to the textural description of racially diverse 
friendship through its acknowledgment that these friendships leave an imprint on one’s 
character. 
Structural Description 
 As was highlighted in the theme Contextual Influence, adolescents’ experiences 
of racially diverse friendship were molded by their various environments. This theme 
specifically highlighted how participants’ environments and communities (family, school 
experience, and political climate) determined their access to, motivation for, and 
conceptualization of racially diverse friendship. To some extent, family determined the 
latter subthemes, school and polarized ideologies. Families have power over the types of 
spaces, ideas, and people their children are exposed to. Their personal experiences 
combined with the choices they directly make for their children establish the setting and 
context for the phenomenon of racially diverse friendship experienced in adolescence. 
 Most of the participants shared that they met their closest friends at school. Ebba, 
Ben, Jake, Dave, Kim, and Luke described their high schools as ethnically and racially 
diverse. Makayla and Mary stated that their schools were not ethnically and racially 
diverse, but that the schools they attended in elementary and middle school were. School, 
the place where adolescents spend most of their times, is a setting that can support or 
discourage the development and maintenance of racially diverse friendship. Racial 
representation, racially responsive curriculum, and school personnel bias contributed to 
participants’ school experience, which impacted their racially diverse friendship 





amongst youth. If the aim of education is to deliver knowledge to students and equip 
them with creative and critical thinking skills, school attitudes toward culture, diversity, 
and social support serve as important indicators for a school’s capacity to deliver such an 
education. 
 Finally, political climate is fundamental to understanding the lived experience of 
adolescents experiencing racially diverse friendship. This subtheme provides context for 
how the sociopolitical culture of the U.S., specifically liberalism and Trumpism, 
influences the individual and group experience. Liberalism and Trumpism have specific 
beliefs and attitudes about the identities and groups that people belong to. In relation to 
this, adolescent opportunities may be limited, oppressed, promoted, or better understood 
by one side of the political climate. Therefore, political climate influences behavior, trust, 
and group membership. Further, the current political climate has created an environment 
that may create division and animosity amongst individuals who subscribe to opposite 
sides of the political climate. Alternatively, it may also bring unity to people who endorse 
beliefs that dominate ideologies that are in the same camp. Political climate was at the 
center of some conversations amongst racially diverse friends. It influenced how they 
conceptualized diversity, their friendships, their families, schools, and their larger 
environments. 
Essence of the Phenomenon 
 The four essential themes identified in this study were (1) Similarities, (2) 
Contextual Influence, (3) Racial Consciousness, (4) and Perspective. Themes were 
interconnected and together represent the essence of the phenomenon of racially diverse 





and how they build on one another to reveal the essence of the phenomenon. As a whole 
Similarities, Contextual Influence, Racial Dynamics, and Perspective emulate the 
essence, or spirit of what it means to be part of a racially diverse friendship group in high 
school. Similarities serve as the foundation, Contextual Influence provide the 
environment for the phenomenon to exist, Racial Consciousness determine friendship 
dynamics, and Perspective represents friends’ ability to cognitively and empathetically 
understand one another. The pyramid is meant to capture the order at which these 
experiences occur. Each layer prefaces the next; for example, Similarities establish a 
bond that may further develop depending the context; Racial Consciousness, specific to 
racially diverse friendship, is made possible by the pre-established bond and growth of 
said bond depending on Contextual Influence;  And finally, Perspective is made possible 
by the four preceding stages and represents the potential for friends to understand one 






Figure 1: Pyramid of essential themes that characterize the essence of the 
phenomenon of racially diverse adolescent friendship, CH, and ToM. 
 
The reported experience an individual has in their racially diverse friendship 
group is an indication of their ToM development. Meaning, racially diverse friendships 
contribute to an adolescent’s understanding of others’ emotions, beliefs, motivations and 
thoughts.  Based on the data, Ebba, Makayla, Ben, Dave, Jake, Kim, and Luke were in 
different developmental stages of ToM. The experience of racially diverse friendship in 
adolescence is complex. It contributes to their identity development and the ways in 
which they see their friends and the world. Thus, the essence of the phenomenon may be 
best described as a complex and unique everchanging relationship impacting one’s 





CHAPTER FIVE: Discussion 
The purpose of this research was to explore the meaning of racially diverse 
adolescent friendship. This study was a qualitative, phenomenological study that sought 
to describe “the common meaning for several individuals of their lived experiences of a 
concept or phenomenon” (Creswell, 2013, p. 76). Using Carl Moustakas’ (1994) 
transcendental phenomenological approach in conjunction with consideration from 
critical race theory (CRT), I analyzed data collected during interviews with eight 
adolescents who reported experiencing the phenomenon of racially diverse friendship. 
This research study’s central research questions included the following: 
1. What are the peer relationship experiences of high school students who are part of 
racially diverse friendship groups? 
2. What do these high school students' social relationship experiences reveal about 
the meaning and essence of the phenomenon of diverse friendships and ToM? 
Interviews provided robust information about high school students experiencing 
the phenomenon of racially diverse friendship groups. During data analysis, I engaged in 
Moustakas’ (1994) five stages of phenomenological reduction which included (1) 
horizonalization, (2) meaning units, (3) clustering meaning units, (4) themes, and (5) 
textual descriptions of the experience.  The four essential themes identified in this study 
were (1) Similarities, (2) Contextual Influence, (3) Racial Consciousness, and (4) 





context of current literature, highlights the study’s strengths, and offers directions for 
future research and school psychology practice and training. 
Connections to Current Literature 
 The findings of this study are in line with previous research conducted in 
multidisciplinary fields. While results are not generalizable, the study’s contribution to 
already existing literature helps inform recommendations and future directions for the 
study of racially diverse friendship, CH, and ToM. Previous research in sociology and 
social psychology has emphasized the importance of similarities in bringing people 
together (McPherson et al., 2001; Linden-Andersen et al., 2009). Much research on 
homophily, the idea that similar people are more likely to become friends, have focused 
on racial, age, social status, and gender similarities (McPherson et al., 2001). One 
research study explained middle school friendships that form across racial lines as the 
result of “social identity complexity,” or the intersectionality of multiple identities 
(Knifsend & Juvonen, 2014). This study’s highlight of the similar identities and interests 
that bring racially diverse adolescents together in friendship reaffirms the importance of 
viewing identity and experience as intersectional (Crenshaw, 1989). Researchers have 
identified school extracurricular activities as supportive of the formation of friendships 
between adolescents of different racial groups, which was highlighted as one of the 
foundational similarities connecting adolescents of diverse racial backgrounds (Schaefer 
et al., 2018; Rivas-Drake et al., 2019). 
 There were also connections between contextual influence and racially diverse 
relationships. The most apparent theory connected to this research study’s findings 





which highlights the importance of environment in contributing to the development and 
outcomes of individuals. With special attention to the phenomenon of racially diverse 
friendship, the microsystem, mesosystem, exosystem, and macro system all directly 
impacted participants’ racially diverse experience and are connected to one another 
(Bronfenbrenner, 1979). Specifically, family, school experience, and political climate 
were cited by participants as especially influential on their racially diverse friendship.  
Adolescent participants shared how their parents’ views of race and racial 
friendship compared with their own. Hughes, Bachman et al.’s (2006) model of parental 
socialization categorizes parental influence over racial perception into four stages: 
cultural socialization, preparation for bias, promotion of mistrust, and egalitarianism or 
silence about race (Hughes & Chen, 1997; Hughes, Bachman et al., 2006).  This research 
study’s findings related to family attitudes adds to the concepts outlined in Hughes et 
al.’s model; family attitudes, identities, and social networks play an important role in the 
formation of adolescent attitudes toward race and the racially diverse friendship 
experience. They are only one part of the many contexts that influence adolescents’ 
personal attitudes and experiences related to race. Particularly, parental attitudes are 
predictive of the quality of adolescent friendships and placement at a racially 
homogenous or racially diverse school (Hernández, 2019; Rogers et al., 2017). School 
choice has huge implications for who an adolescent will have the opportunity to form 
relationships with, as described in Allport’s (1954) social contact theory. 
Current literature highlights the benefits and challenges faced by adolescents in 
racially diverse schools. Noguera (2015) identified that adolescents who attend racially 





participants reported instances of microaggressions and discrimination occurring at their 
school. Their cognizance or reported experience of discrimination at school was ever-
present in the stories participants shared. Attending racially diverse schools make 
available spaces to create racially diverse friendship and promote meaningful group 
contact amongst students from different racial backgrounds (Noguera, 2015; Pettigrew et 
al., 2011). Participant experiences indicated that racially responsive curriculum and 
teacher bias brought their attention to important issues impacting their friends of different 
racial backgrounds. Findings are connected to current literature that emphasize the 
importance of addressing teacher bias and implementing racially responsive curriculum 
(Cherng, 2017; Mabbott, 2017; Newingham, 2010).  
 Previous literature has found that White children with decreased exposure to 
diverse races have increased chances of misinterpreting actions, behaviors and nonverbal 
signals, (Frith & Frith, 2007). As early as their preschool years, White children develop 
an identity of superiority which might explain why White people often choose racial 
segregation (DiAngelo, 2018; Roediger, 1988). The results of this study have great 
implications for supporting racial consciousness in White students, who if not supported, 
may continue perpetuating systems of oppression and discrimination. In this study racial 
consciousnesses is meant to capture participants’ awareness of their own racial identity 
and how freedom and fear motivate behaviors in racially diverse friendship. The call for 
White people to engage in self-reflective practices regarding their power and privilege 
has been incessant. Current literature explores White fragility, White guilt, and 
colorblindness within the context of adulthood (Carr, 1997; DiAngelo, 2018; Katz, 1978) 





adolescents in conversations regarding topics of race and racism (Grossman & 
Charmaraman, 2008).  
 No known research has looked at the phenomenon of diverse friendship, CH, and 
ToM and how they may be related as a trio. The vast research studying ToM has been on 
young children or individuals who are not neurotypical (Baron-Cohen, 1991; Peterson & 
Siegal, 1995; Peterson et al., 2016; Wellman, 2017). The majority of literature on CH is 
in regards to its development in health and mental health professionals (Constantine & 
Yeh, 2001; Dickson & Jepson, 2007; Miranda, 2014; Tervalon & Murray-García, 1998; 
Sue et al. 1982). This study explores all three of these constructs and builds upon 
previous research that has addressed each construct separately. Previous research has 
demonstrated that ToM variance impacts friendship and school transition, but does not 
provide details on its impact in neurotypical individuals and their relationships (Fink et 
al., 2014; Peterson et al., 2016; Slaughter et al., 2015). ToM is by majority studied as a 
deficit rather than a strength. This study brings further attention to how adolescents’ 
exposure to people of racially different backgrounds through friendship adds to their 
perspective taking abilities. Participants experiencing racially diverse friendship reported 
having a deeper understanding of oppression and an appreciation for diversity. 
Participants’ reported exposure to oppression and discrimination through friendship 
influenced their ability to relate to others through cognitive and empathetic 
understanding. This study is valuable in bringing previously separate constructs together 






The findings of this research study provide new insight into racially diverse 
adolescent friendship, ToM, and CH. The study of these constructs together is an 
innovation itself as previous research has never looked at how the three are connected. 
One of the greatest opportunities presented in this study was to learn about the 
phenomenon from adolescents who are currently part of racially diverse friendship 
groups. In the early stages of developing this study, I was considering interviewing SPs 
as observers of the phenomenon. In the end I decided to interview adolescents in an effort 
to empower their voice and gather data from the source. Despite some of the difficulties I 
faced in eliciting information from adolescent participants, providing a platform for 
adolescents to speak directly to their experience of the phenomenon is a major strength of 
this research study.  
Methodological limitations were summarized in chapter three, however, some 
limitations may also be viewed as strengths. This study does not capture the phenomenon 
of racially diverse friendship amongst students who identify as POC in the way it had 
intended to. Despite this limitation, understanding White-identified adolescents’ 
experiences of racially diverse friendship produced rich results informing our 
understanding of the relationship between ToM, CH, and racially diverse friendship 
amongst White participants. With the exception of one study (Grossman & 
Charmaraman, 2008), most literature on racially diverse adolescent friendship has 
focused on the experience of adolescents identifying as POC. It is important to also 
understand the White adolescent experience to learn how to support White students in 





privilege’s use in adolescence may be foundational for how it will be used in adulthood 
(Grossman & Charmaraman, 2008). While learning about the experience of adolescents 
identifying as POC is also incredibly important, only focusing on their narrative actually 
does a disservice to how SPs and other school personnel can support them. Finding ways 
to support the prosocial development of empathy and perspective taking in White 
adolescents will help create environments that are welcoming to and supportive of 
students of color. This study helps pivot our approach to dismantling systems of 
oppression and supporting students from marginalized backgrounds.  
Future Directions 
 This phenomenological study explored the peer relationship experiences of high 
school students who experienced racially diverse friendship and examined the meaning 
and essence of the phenomenon of racially diverse friendship and ToM. The findings 
provide new insight into what it means to be an adolescent experiencing racially diverse 
friendship. It’s findings are suggestive of several areas for future research. Future 
research should explore this phenomenon further through a qualitative case study. A 
racially diverse adolescent friendship group case study could lend further insight into the 
dynamics that exist amongst friends of diverse racial backgrounds. It has the protentional 
to speak more directly to racially diverse friendship and ToM. Participants in the same 
friendship group would have shared experiences, allowing the researcher opportunity to 
ask participants about their perspective and their friends’ perspective of the same shared 
experience. A case study would also help the researcher gain a deeper understanding of 





 Future research should also include observations of the racially diverse adolescent 
experience. Observations can provide rich data to the researcher’s understanding of the 
phenomenon and contribute to the development of personalized follow up questions 
during interviews with adolescents. Interviewing school personnel and family members 
and observing the school as the context of the phenomenon would also enhance our 
understanding of racially diverse adolescent friendship and ToM. Learning how schools 
may or may not be fit to support the phenomenon of racially diverse friendship groups 
would be helpful in our understanding of its significance; this information would help 
inform SPs of implications for training and practice.  
 It is also recommended that future research include questions that ask about 
adolescent experiences of belonging, safety, and esteem. Previous research has 
highlighted that students who identify as POC tend to feel an increased sense of safety 
and decreased peer-rejection as a result of their participation in racially diverse friendship 
groups (Munniksma & Juvonen, 2012). Including questions about safety and belonging 
might help better capture the racially diverse friendship experience of adolescents of 
color. Future research should include studies that compare the racially diverse friendship 
experience of adolescents to the racially homogenous friendship experience of 
adolescents. Such research would add fruitful discussion to the benefits and challenges of 
each experience. It is strongly recommended that future research be conducted on best 
practices for teaching cultural humility and perspective taking in adolescents, particularly 
in White adolescents. As above argued, the potential benefits of White-identified students 
becoming racially conscious and culturally humble are radical for creating welcoming, 





 Finally, developing empirically founded tools for measuring CH and ToM would 
be helpful in supporting future research studies examining these constructs. It would also 
be best for future studies to work in a research team to avoid potential racial bias and 
recruit a diverse team of researchers that can better understand the phenomenon from 
multiple racial perspectives. Additional consideration of the intersectionality of 
participant identities that further compound experiences of privilege and oppression may 
also benefit future studies. 
Implications for Training and Practice 
 SPs receive specialized training to support students in their education. Our 
expertise in the areas of social-emotional learning, academic learning, consultation, 
assessment, and family partnership cause us to be uniquely prepared to foster welcoming 
school environments for all students to succeed. SPs receive a breadth of training on how 
to self-evaluate, check bias, and address discrimination in themselves, teachers, and other 
administrators. One major area lacking in our training is how to address bias and 
discriminating behavior in our students.  
School psychology training programs should consider the following 
recommendations to prepare SPs for building cultural humility and perspective in 
students: 
• Recruit racially diverse school psychology students. School psychology is a field 
that is dominated by White female practitioners. SPs will be best equipped to 
build cultural humility in students if their coursework and graduate school 






• Emphasize the importance of building cultural humility in students through 
racially diverse friendship. Much of the graduate coursework related to cultural 
humility focuses on building cultural humility in school professionals. When 
coursework emphasizes the importance of building cultural humility in students, 
SPs are more prepared to advocate for racial diversity and racially responsive 
curriculum in schools and classrooms. 
o Counseling courses should include training on building ToM, empathy, 
and perspective taking in all students. 
o It is recommended that school psychology students be required to evaluate 
their practicum site’s curriculum on the basis of cultural responsiveness.  
• Train SPs to facilitate groups that teach cultural humility and perspective. School 
psychology graduate students receive training on assessment, consultation, 
prevention, and intervention. School psychology students would benefit from 
receiving explicit training on how to facilitate support and counseling groups that 
focus on building cultural humility and perspective. 
o It is recommended that school psychology graduate students facilitate one 
cultural humility and perspective taking group at their practicum site. 
Encourage students to have diverse racial representation in their groups 
and include self-reflection on family and cultural attitudes. 
School psychology practitioners should consider the following recommendations 
for building cultural humility and perspective in students: 
• Advocate for all students to be required to take a class on cultural humility and 





should be required to participate in a class that focuses on building cultural 
humility and perspective taking. SPs are able to advocate for this change in 
student curriculum and can also be an integral part of creating the coursework and 
facilitating cultural based discussions.  
• Create racially diverse counseling groups that teach cultural humility and 
perspective taking. SPs can encourage cultural humility development and 
perspective taking by creating support and counseling group that explicitly 
discuss race, culture, and perspective. It is recommended that groups be racially 
diverse and provide psychoeducation on culture’s importance in interpersonal 
relationships. It may also be beneficial to ensure that students are united by a 
common interest (i.e. video games, sports, music). 
• Ensure your school’s curriculum is racially responsive. SPs may provide 
consultation and collaboration with teachers and administrators to ensure that 
their curriculum is racially responsive. They may collaboratively create class 
curriculum that specifically focuses on racial and cultural topics to facilitate the 
diverse learning of students. 
• Develop systems that encourage student report of school personnel bias. 
Participant interviews revealed that students observe and recognize when school 
personnel behave in ways that are discriminatory and biased. Due to power 
differentials, students may feel disempowered to speak up against school 
personnel discrimination. It is recommended that such matters are addressed in 
the coursework and groups outlined above. It is also recommended that a system 





behavior so that it may be addressed by the SP or administrator. Students should 
have the option to make such reports anonymous. 
• Collaboratively create and implement CH training for school personnel. 
Encouraging school personnel to be self-reflective and humble in their cultural 
journeys remains important. SPs should continue training school personnel to be 
culturally humble and responsive. They should incorporate student input into their 
training of school personnel so that it is directly responsive to student reported 
issues. 
• Create family-school partnerships to discuss and reinforce cultural humility 
training. Families continue to be influential on their children’s development of 
perspectives and racial bias. Community classes should be offered to families so 
that students’ cultural humility journeys can be reinforced and supported at home. 
• Participate in and contribute to the social-emotional learning that occurs during 
extracurricular activities. SPs wear many hats and their role is centered around 
students’ emotional and academic learning. It is recommended that SPs continue 
doing their work in the classroom, but also provide support to the social emotional 
learning occurring during extracurricular activities. Many participants identified 
that their friendships were formed on the track or basketball fields and research 
has emphasized extracurricular activities as the backdrop to the development of 
many racially diverse friendships (Schaefer et al., 2018). 
Final Reflections 
For White people, talking about race may be uncomfortable or even controversial; 





race is a means for survival. School psychology is a field that promotes prevention, and 
yet, when it comes to race and culture, the field is in many ways reactionary in its 
practice. Even if White students are not reporting presenting concerns related to their 
racial identity directly, we as SPs must support their development of White 
consciousness. Without doing so we place a great burden on students of color who may 
be hypervigilant in our schools that are governed by White culture. The findings of this 
research study provide new insight into racially diverse adolescent friendship, ToM, and 
CH. Findings were particularly informative for understanding White adolescents’ 
perspectives of students of color. While it may feel counterintuitive to suggest that White 
students need supports related to their racial identity development and perspective, it 
remains true and may have great consequences for supporting students of color.  
The racial dynamics that exist in racially diverse friendship exist on a spectrum. 
Nevertheless, they are important for understanding the essence of adolescent racially 
diverse friendship and also, the relationship between ToM and CH. Participants indicated 
that their experience in racially diverse friendship influenced their view of friendship and 
racial issues. These viewpoints help us understand the ways in which adolescents in 
racially diverse friendship groups conceptualize race, view their role in racial dynamics 
and relations, and how they perceive their friends’ experience, thoughts, and feelings. 
Breaking down attitudes and practices that have historically been associated with the 
status quo help create welcoming environments for all students, especially those who 
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University of Denver 
Morgridge College of Education  
Is Conducting a Research Study on: 
 
Racially Diverse Adolescent Friendship Groups:  
A Phenomenological Research Study 
 
If you are a teenager between the ages of 14-17 and have racially diverse friends,  
you may qualify for this study.  
 
 
Eligible participants will be asked to: 
Complete one 60-90 minute Interview 
 
 
Participants will be compensated with a $20 gift card  
after completing the two surveys. 
 
Principal Investigator: Arielle Mottes, M.A. 































































































































































































































Appendix B: Child Assent Form 
 
University of Denver 
Assent Form for Participation in Research 
Children Under Age 18 
 
Title of Research Study: Racially Diverse Adolescent Friendship Groups: A 
Phenomenological Research Study 
 
Researcher: Arielle B. Mottes, M.A., University of Denver  
 
Advisor: Tara C. Raines, Ph.D., N.C.S.P., University of Denver 
 
Study Site: Morgridge College of Education at the University of Denver 
 
What is a research study? 
A research study is a way to find out new information about something. We would like to 
learn more about teenagers and their racially diverse friendships. We hope the 
information might be helpful for their schooling, emotional health, and future.   
 
Why are you being asked to be part of this research study? 
You are being asked to join the research study because you are between 14-17 years old, 
and identify as being part of a racially diverse friendship group. About 6-10 youth will be 
in this study.   
 
If you join the research study, what will you be asked to do? 
If you agree to join this study, you will be asked to answer some questions in one 60-90 
minute interview. 
• The questions will be about your experience in a racially diverse friendship 
group. Questions will focus on your relationships, thoughts, feelings, and 
behaviors. 
• You will be asked to provide an email address so we can send you a copy of 
the interview transcript, if you would like one.  
What do you get for being in the study? 
If you are selected to be in the study and complete the 60-90 minute interview you will 






Do you have to be in the study? 
You do not have to be in this study. It is up to you. You can say okay now to be in the 
study and change your mind later. All you have to do is tell us when you want to stop. No 
one will be upset if you don’t want to be in the study or if you change your mind later. 
You can take time to think about being in the study before you decide. 
 
Will any part of the study hurt or be uncomfortable? 
We think that answering some of the questions may be hard to do or make you feel 
uncomfortable, but your answers will not be shared with anyone except the research 
team.  
 
Will the study help you or others? 
We think that we can learn more about kids like you and ways to support them. 
 
Do your parents know about the study? 
This study has been explained to your parent or guardian, and they said that we could ask 
you if you want to be in the study. You can talk this over with your parent or guardian 
before deciding if you want. You do not have to be in this study even if your parent or 
guardian thinks it is a good idea. It is up to you. 
 
Will anyone else know that you are in this study? 
We will not tell anyone else that you are in this study. You do not have to tell anyone 
about the study or the things that you do here, like answering questions. 
 
Who will see the information collected about you? 
The researcher will make sure to keep your information safe throughout this study.  
The information collected about you during this study will be kept safely locked up. 
Nobody will know your information except the people doing the research. 
The study information about you WILL NOT be given to your parents/guardians or 
teachers. The researchers will not tell your friends about the study or your answers to the 
questions. 
Your individual identity will be kept private when we write our final report.  
Some things we cannot keep private and must report to proper authorities; If you give 
information about child abuse or neglect or that you are going to harm yourself of others.  
 
What if you have questions? 
You can ask any questions that you have about the study at any time. Just tell the 
researcher or your parent/guardian that you have a question. You or your parent/guardian 
can contact the researcher, Arielle Mottes, at any time during the study by calling (516)-
578-6113 or emailing arielle.mottes@du.edu. Your parent/guardian already has all of the 





Please take all the time you need to read through this document and decide 
whether you would like to participate in this research study.  
If you agree to participate in this research study, please mark an X next to 
“Agree” and print your name and date.   If you do not agree to participate, mark an 
X next to “Do NOT Agree”. You will be given a copy of this form. 
 
Name:                                                                 Date:                                         .     
 
____ Agree                                          
 






Appendix C: Parent Consent Form 
University of Denver 
Parental Consent Form  
for Your Child’s Participation in Research 
 
Title of Research Study: Racially Diverse Adolescent Friendship Groups: A 
Phenomenological Research Study 
 
Researcher: Arielle B. Mottes, M.A., University of Denver  
 
Advisor: Tara C. Raines, Ph.D., N.C.S.P., University of Denver 
 
Study Site: Morgridge College of Education at the University of Denver 
 
Purpose  
Your child is being asked to participate in a research study. The purpose of this research 
is to explore the cultural understanding and perspective taking skills of students who are 
part of racially diverse friendship groups. 
Procedures 
If you consent to your child’s participation in this research study, your child will be asked 
to provide basic demographic information about themselves and their friends (e.g. 
race/ethnicity, gender, date of birth, grade, first home language, phone number, e-mail 
address) in an in-person meeting with the primary investigator, Arielle Mottes. If your 
child qualifies to participate in this study, your child will be asked to answer questions in 
an in-person interview about their friendships with individuals who identify racially 
different than themselves. The in-person interview will last 60-90 minutes. The interview 
will take place in a private room in a public space, such as a public library or Morgridge 
College of Education at the University of Denver. Your child will receive a $20 gift card 
in person after completing the interview. If your child participates in the interview and 
requests to view the transcript from their interview, the de-identified transcript will be 
sent to your child’s email address via the internet. Your child’s email address will not be 
shared and will be deleted from all data files in three years. The amount of time required 
for your child’s participation will be 60 to 90 minutes. 
 
Voluntary Participation 
Participating in this research study is completely voluntary for your child. Even if you 
agree to your child’s participation now, you may change your mind and stop their 
participation at any time. You must contact researchers if you would like to withdraw 
your consent. If you would like to withdraw your consent at any time please contact 
Arielle Mottes at 516-578-6113 or Arielle.Mottes@du.edu.  
 
Your child may choose to skip answering some questions at any time for any reason 






Risks or Discomforts 
Potential risks and/or discomforts of participation may include temporary discomfort 
when answering questions related to relationships, feelings, and behavior, some questions 
may cause emotional distress. Information gathered will be held confidential and used for 
research purposes only, a participant may feel tense about revealing personal information. 
Long term effects are not anticipated. 
 
Benefits 
Possible benefits of being involved in this study include being able to share and reflect on 
personal experiences that influence teenage friendships. Your child may also enjoy the 
ability to provide information about their own experience and be an influential participant 
in this research. Additionally, information from this study may benefit other people now 
or in the future. If you would like a copy of the results of this study, I would be happy to 
provide one for you once it becomes completed. 
Incentives to participate  
Selected participants will receive a $20 gift card for their contribution to this study. 
 
Confidentiality 
The researcher will maintain confidentiality to keep your information and your child’s 
information safe throughout this study. Your individual identity will be kept private when 
information is presented or published about this study.  
 
Signed consent forms will be kept separate from the data and all recordings will be de-
identified. The recordings and transcription of interview I conduct with your child will 
only be viewed by myself and other members on my research team and dissertation 
committee members. The recording will be heard and transcribed by myself. The 
recording and full transcription of your child’s interview will be encrypted and only 
available to view or listen to with a special passphrase. Your confidentiality will be 
kept to the degree permitted by the technology being used. We cannot guarantee 
against interception of data sent via the internet by third parties 
Finally, there are two exceptions to the promise of confidentiality. Any information your 
child reveal’s concerning suicide, homicide, or child abuse and neglect is required by law 
to be reported to the proper authorities. In addition, should any information contained in 
this study be the subject of court order, the University of Denver might not be able to 
avoid compliance with the order or subpoena. 
Data Sharing  
De-identified data from this study may be shared with the research community at large to 
advance science and health. We will remove or code any personal information that could 
identify your child before files are shared with other researchers to ensure that, by current 
scientific standards and known methods, no one will be able to identify your child from 
the information we share. Despite these measures, we cannot guarantee anonymity of 









Follow up studies 
We may contact your child again to request their participation in a follow up study. As 
always, your child’s participation will be voluntary and we will ask for you and your 
child’s explicit consent and assent to participate in any of the follow up studies.   
Questions 
If you have any questions about this project or your participation, please feel free to ask 
questions now or contact Arielle Mottes at 516-578-6113 or Arielle.Mottes@du.edu.  
 
If you have any questions or concerns about your research participation or rights as a 
participant, you may contact the DU Human Research Protections Program by emailing 
IRBAdmin@du.edu or calling (303) 871-2121 to speak to someone other than the 
researchers. 
 
Please take all the time you need to read through this document and decide 
whether you would like to participate in this research study.  
 
If you agree to participate in this research study, please sign below.  You will be given 
a copy of this form for your records. 
Your Child’s Name:________________________________ 
Your Signature:         Date:   
  
Your Printed Name:        Date:   
  
Signature of Person Obtaining Consent:      Date: 
  





Interviews will be recorded to ensure that your child’s statements are transcribed 
for the purpose of transcribing your child’s words verbatim so the research team 
may analyze statements to uncover themes about teenage friendships. Upon 
completion of the research audio recordings will be deleted. 
 
Please sign below if you are willing to have this interview recorded. You may still 
participate in this study if you are not willing to have the interview recorded. 
c I do not want to have this interview recorded. 
c I am willing to have this interview recorded: 
 















Appendix E: Interview Protocol 
Present Questions 
1. What has your experience been like being friends with people of different races? 
2. How is your friendship with people of different races different from your 
friendship with people who are the same race as you? 
3. Tell me about a time you appreciated or liked being friends with people of 
different races. 
4. How has it been difficult or hard to be friends with people of different races? 
5. Tell me about a time you felt like you thought about the world differently than 
your friends of different races. 
6. Describe a time when you noticed that your friend felt good or bad. 
a. How did you know they were feeling (insert feeling said by participant)? 
7. Think about a time your friend had an opinion about a situation or issue. How 
were you able to tell what your friend was thinking about the situation or issue? 
8. You put on your form that you have friends from different racial groups. How do 
your friendships change the way you think and act? 
9. What do you think it would be like if you and all of your friends were the same 
race? 
10. What types of friends would you like to have in the future? College? As an adult? 
11. How do you think your family has influenced your diverse friendships? 
12. Do you think your school is racially diverse? Your neighborhood? How so? 
13. How do you show respect toward your friends who are racially different than 
you? 
14. Give me an example of a time you tried to learn more about your friends’ racial 
culture. 
15. Tell me about a time your behavior was better than your friends who identify as a 
different race than you. 
16. Tell me about a time you and a friend (of a different race) had different opinions 
about a racial issue. 





17. Please share some questions you have about the races your friends identify with. 
a. Have you asked any of these questions to your friends? Why or Why not? 
18. Is there anything else you think I should know about you and your friends who 
are racially different than you? 
19. What has it been like to be in this study? 
20. Would you like a transcript or write up of our interview? If so, please provide me 









Cultural Humility Theory of Mind 
Research 
Questions 
What are the peer relationship 
experiences of high school students 
who are part of racially diverse 
friendship groups? 
 
What do these high school students' 
social relationship experiences reveal 
about the meaning and essence of the 





1. What has your experience 
been like being friends 
with people of different 
races? 
2. How is your friendship 
with people of different 
races different from your 
friendship with people who 
are the same race as you? 
3. Tell me about a time you 
appreciated or liked being 
friends with people of 
different races. 
4. How has it been difficult or 
hard to be friends with 
people of different races? 
5. What do you think it would 
be like if you and all of 
your friends were the same 
race? 
6. Give me an example of a 
time you tried to learn 
more about your friends’ 
racial culture. 
7. Tell me about a time your 
behavior was better than 
your friends who identify 
as a different race than 
you. 
8. Please share some 
questions you have about 
the races your friends 
identify with. 
a. Have you asked 
any of these 
questions to your 
friends? Why or 
Why not? 
1. How has it been difficult or 
hard to be friends with 
people of different races? 
2. Tell me about a time you felt 
like you thought about the 
world differently than your 
friends of different races. 
3. Describe a time when you 
noticed that your friend felt 
good or bad. 
a. How did you know 
they were feeling 
(insert feeling said 
by participant)? 
4. Think about a time your 
friend had an opinion about a 
situation or issue. How were 
you able to tell what your 
friend was thinking about the 
situation or issue? 
5. You put on your form that 
you have friends from 
different racial groups. How 
do your friendships change 
the way you think and act? 
6. Tell me about a time you and 
a friend (of a different race) 
had different opinions about 
a racial issue. 
a. How were you able 
to see things from 






Questions outside conceptual framework: 
1. What types of friends would you like to have in the future? College? As an 
adult? 
2. How do you think your family has influenced your diverse friendships? 
3. Do you think your school is racially diverse? Your neighborhood? How so? 
4. Is there anything else you think I should know about you and your friends 
who are racially different than you? 
5. What has it been like to be in this study? 
6. Would you like a transcript or write up of our interview? If so, please provide 
me with the best e-mail address to send it to. 
 
